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CHAPTER

I

GENERAL STATEMENT OE THE PROBLEM

This particular study is an examination of that concent of a

curriculum which sets as its perimeter the total experience of the student through school-sponsored activity.

Such a concent places in high

priority both the formal and the Informal experiences of the student.
This concent is expressed bv Kilpatrick when he savs, "The curriculum

must be built on the needs and lives of particular children and groups
of children if they are to learn anything from it."^

The typical school gives attention, emphasis, and prioritv to

those blocks of time in a student’s program schedule which are structured bv virtue of the fact that the content assigned that block of time

lends Itself to structure.

On the other hand, it appears that those

blocks of time in the student’s schedule which do not submit to structure are considered less important and less valuable as learning or in-

structional time.
Such an imbalance in the disposition of structured and unstrucand
tured time is incompatible with any adequate concept of curriculum

is particularly abrasive to that presented above.

If the curriculum is

the total
considered to be the total experience of the student, then
or not a particutime of the student in school has equal value whether

lar time block lends itself to a given structure.

student does not cease when structured time ceases.

The experience of the

A study which seeks

which better utilizes the
viable, synergistic components for a program

2

unstructured time in a student's school day seems advisable.
"Unstructured time" in the school day is usually disnosed of

with the well-known study hall of the traditional type.
time utilization has been proved to be unproductive.

This manner of

It also seems to

this writer to be reckless waste of valuable student time and talent.
It neglects opportunity for constructive teaching and learning experien-

ces and disregards the impact of environment in producing tension, anx-

iety, hostility and other psychological reactions brought about by en-

vironments coming together with those "built-in" variables that elicit
O'Reilly has suggested that "when anxiety factors are

such behavior.

minimized, the
effect on

.

.

.

.

.

.

learning setting may actually have a facilitating

intellectual achievement."

2

For these reasons alone,

alternatives for the use of unstructured time should be explored.
l\Then

we assess the effect of the variables in the school environ-

ment, the resultant feeling is that there is already sufficient decrethe
ment to educational development and achievement brought about by
it an
structured program without compounding the problem by adding to

experience
unstructured program that further diminishes the educational
of the student.

study

A uniform program for

hall— is just

all— like

that of the traditional

as any
as poor and just as unfair to the student

needs, interests, abilities,
other program that fails to meet individual

learning styles and personality differences.

Just as we expect diversity

program, so should we expect
rather than uniformity in the structured

utilization of unstructured time
diversity rather than uniformity in the
if

consistency in philosophy and
for no other reason than that of

approach.

utilization of unstructured time
To reiterate, a study of the

:

3

is

Lo

ik'ChU'cI

find viable alternatives to Mu' traditional study

liall

;

alternatives which are supported by research and grounded in sound principles of learning and environmental control.
It has been stated that the traditional use of unstructed time

is poor methodologically and unfair pedagogically.

Besides not having

the priority it should have, the program may have grown to its nresent

state through the habit of gearing programs of this nature to the deviate five percent rather than the ninety-five percent of the student body

which historically has proved that it can accept much more responsibility than it is allotted.

time

— like

A single program for the use of unstructed

the traditional study hall

— is

unfair because it fails to

provide equal opportunity for students of varied backgrounds to perform
equally well.

Deutsch has hypothesized that the strengths and positive

features associated with different class cultures tend not to be those
that equip all learners to meet the predominating demands of the
O

Fantini and Weinstein have listed areas in which some learners

school.

experience difficulties.

They point out that some learners have learn—

ing styles that differ from the teaching style of the school.

4

It would

appear that such students are at a disadvantage if a variety of environ-

ments and teaching strategies catering to their particular learning
styles is not provided.

Trager explains how the

unfairness

comes

about
standards set by the school or the teacher are easier for
come
some children to achieve than for others, because some
are
standards
from homes where the middle-class Anglo-Protestant
automaticidentical with the school standards. These children
have a posially measure up to the requirements and in one sense
of school
conflict
tion of advantage. The others, when caught in
are, try
they
versus home standards, sometimes hide or deny what
.

.

.
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to measure up, and develop anxiety or feelings of inadequacy,
or even self-hate.
Those children are at a disadvantage.

The opinions of Trager support the need for undertaking such
study.

a

It is a common notion that a student can fail to succeed only in

the so-called "structured time" component.

Not so.

When one considers

current practices in the disposition of unstructured time, there is con-

siderable evidence to show that we have just as many,
ures" in the study hall.

if not more, "fail-

Unstructured time is educational time too.

Fully as much concern should be shovm for lack of success in this area
as in any other.

True, the lack of success may be in the area of skill

development in study techniques or social relations rather than in
English, physics or mathematics; but the question of the importance of
the area in which the "failure" happens is academic.
of the lack of success are what is important.

The consequences

One such consequence is

expressed by Wilson when he states, "Failure to succeed in school weaknorms, freeens student's bonds to established institutions and social
.
ing them to engage in delinquent activity.
•

..6

alternatives for
It could also be argued that failure to provide

because of
unstructured time works against good interpersonal relations

personality
student- teacher differences regarding aims, roles, and
traits.

both students
These differences are aggravated by the fact that

of the activity and the inand teachers alike dislike both the nature

the system.
voluntary nature of the assignment imposed by

This writer

developed between students and
suspects also that negative relationships
that may affect the
teachers in such an environment have residuals

achievement

activity at a later
level and/or grade in a structured-time

—
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date,

t-or

this reason alone alternatives must be found.

The traditional study hall is itself an alternative.

It should

be retained in the program of unstructured time for those who renuire the

security of regimentation, restriction and authoritarianism.
all students to this type of environment, hov/ever

,

To subiect

is inapnropri ate.

Alternatives serving the requirements of other students must be imple-

mented

.

Another reality of school life supports the need for such a
It is easier to remove the condition where a given concept of

study.

discipline must be used than it is to change that concent of discipline
Unstructured time has no place for poor disc-

in the person using it.

ipline exercised by stern teachers.

As Hymes puts it:

The school will have a different concept of what is good behavior. For sometimes, from the child's standpoint and because
of the growing he has done, good behavior means running, shoutSchools cannot remain a sunpressing force
ing, pushing, noise.
educain children's lives and at the same time build for
And
personalities
tion on the basis of fully satisfied
themselves
warm
persons
lastly, the school will have teachers
who are emotionally ready to go out to children, unplagued by the
fear that the child will take advantage of ^hem or become spoiled,
undisciplined, and unable to draw the line.
.

—

.

.

....

Finally, this study is needed to demonstrate that programs for

unstructured time can be productive and that productivity can thrive
better on diversity than it can on uniformity.
to a belief,

This requires commitment

like Trager's, that a concept based on regimentation, re-

striction, and authoritarianism:
dangerthrough perhaps temporarily satisfying, actually is
creativeness,
Individual
submerges
It
ous and self-defeating.
and, if
prevents development of independent thought and action,
development
permitted to become habitual, prevents the maximal
of the individual
.

.

.

.

.

.
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Turning to the positive,

'I’rager

states:

Schools that discourage uniformity and value diversity help
develop an integrated, harmonious group life that encourages
growth and respects freedom.^

Statement of the Problem
The aim of this study is to design a program of varied strate-

gies and environments for learning and teaching which will improve the

utilization of unstructured time within the suburban school day.

It

will include anxiety reducing experiences which are conducive to improved human relations,

true integration, and to a healthy, democratic en-

vironment.
The objectives of the study are as follows:
1.

To review the literature and research on the effect of environment

on the existence and development of the individual in the educational setting.
2.

To extract from the review those concepts, understandings, and per-

spectives necessary to the program and having potential for greater

educational growth, good human relations, true integration and a
democratic environment in the school.
3.

To determine which contemporary, school-generated, sponsored and/or

condoned situations, conditions, attitudes, practices and procedures
for eduin the educational setting operate to reduce the potential
a democational growth, good human relations, true integration, and

cratic environment.
4.

utilization of
To develop a transition device, focusing on better
development.
unstructured time, which not only promotes educational

7

liuinan

relations, true

i

ntcj>rat Ion

,

,in<l

a

(Icmocrat

i

r

environ-

ment, but also individualizes by catering to the Individual person-

ality make-up, learning style, and needs, interests and abilities
in the personal, social, productive and intellectual dimensions of

education.

Definition of the Terms
The following terms are defined operationally as thev

v;ill

be

used in this study:
Strategy

A strategy is a plan, technique or device used to

.

achieve healthy human relations, better educational development, true
integration, and a democratic environment in the school.

Environment

Environment is the aggregate of circumstances,

.

conditions, and things that affect the existance and development of the

individual in the educational setting.
Component

A component is a constituent element or part of the

.

school program.

Unstructured

.

Unstructured means lacking in related parts;

here, it is used to refer to those elements of the school program which

are block-scheduled into an individual's time in school but which do not

feature a presentation of related parts, or lessons, leading toward possession of a specific fund of knowledge.

Human relations

.

Human relations means any interaction between

individuals and/or groups.

Integration

.

Integration is the act or process of bringing to-

variety of bases.
gether those individuals and/or groups who differ on a

.
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such as racial stock, cultural background, ethnic membership, socio-

economic status, political conviction, religious affiliation, etc. into
a whole characterized by minimal "in-group"/"out-group" situations and/

or attitudes and behaviors which demonstrate those differences.

Democratic environment

.

A democratic environment is that school

setting marked by social equality, equality of right and opportunity,
and dignified treatment of each individual.

Foundations

.

Foundations are written and/or implied statements

which prescribe direction for the school

— the

philosophy, objectives,

goals, and role of the school.

Curriculum

.

Curriculum is the total experience of the individ-

ual in the educational setting as a result of exposure to school-sponsored activities and programs, interpersonal relationships, and physical

surroundings
School or educational setting

.

The school or educational set-

ting is the climate of the school resulting from interaction with the

larger social system.

Culture

.

Culture is the sum total of the attainment and learned

behavior patterns of any specific period, race, or people, regarded as

expressing a traditional way of life subject to gradual but continuous

modification by succeeding generations.
Value

.

Value is any aspect of a situation, event, or object

"bad,"
that is vested with a preferential interest as being "good,"

"desirable," and the like.

Transitional device.

A transitional device is a plan or strata-

.
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Kum introduced to the school program to change the school
orientation,

organization, and program from one that Is traditional In nature to one
that features all the characteristics of the nongraded school.

Assumptions of the Study
This study makes the following assumptions:
1.

That it is the interaction of the individual with the environment,
not just genetic inheritance, that determines most intellectual

functioning and most other human behavior.
2.

That the human mind may take a limitless number of forms depending

on the environmental circumstances experienced during the course of

development
3.

That the environment can be controlled and structured in such fash-

ion as to enable control of human development.
4.

That contemporary use of unstructured time in the schools is largely

unproductive time; fails to provide sufficient environmental flexibility to cater to individual learning styles, personalities, interests, needs, and abilities; limits experience through lack of varied

strategies for learning and teaching; lowers the quality of human
relations through patterns and experiences which create unnecessary
goal, personality, and motivation conflict; lays a foundation of re-

sidual negatives which may promote poor achievement, lack of success
and the associated possibility of anxiety, hostility, deviate behavior, and other psychological problems; and jeopardizes the present

holding power of the school and the future spiritual and fiscal support of the school.

10
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variable, that motives and attitudes are determined and modifiable,
and that achievement is the product of the individual's character-

istics in continuous and dynamic interaction with the elements of

environment which are effective at a given time.

Design of the Study
This study endeavors to develop a plan utilizing unstructured,
and often unproductive, time in the school curriculum by designing alter-

natives which serve to lessen the growth of elements supportive of poor

human relations and which perpetuate a negative, undemocratic environment for living and learning in school.
To accomplish this task the study will employ several techniques.
effFirst, the study will review literature and research related to the

individual in
ect of environment on the existence and development of the
the school setting.

literature and
Second, the study will extract from the review of
and other
research those philosophical tenets, theoretical concepts,
and a rationale for
findings which may provide a foundation, a direction,

relations, nromote
conceptualizing a program designed to enhance human

environment for the school.
integration, and create a healthy, democratic
for learning and
Third, the study will incorporate strategies

implemented, and accepted-will
teaching which— when properly organized,
of student experience during
have potential for up-grading the quality

unstructured time.
plan with flexibility of environ
Fourth, the study will provide a

11

ment to complement the varied strategies.
fifth, the study will present a summary and set of implications.

Limitations of the Study
This study is limited by the following:
1.

Restriction to a conceptual scheme ensconced in a given philosophical
"set” and a given definition of curriculum.

The study attempts nei-

ther to make a case for the philosophy and definition which pervades

the work nor to discount and refute the arguments presented by dif-

fering philosophies and definitions of such things as curriculum,
discipline, organization, etc.
2.

Restriction to a general, transitional plan for a given component of
the total school program.

The study makes no recommendations for

modification based on unique situations, conditions, or attitudes in
the school community.
3.

Restriction in the recommendations for the implementation of the
plan.

The study does recognize, however, that ease and/or feasibil-

ity of implementation may be subject to such factors as the type of

previous school experience of the students; the maturity, flexibil
ity , competence, and general spirit of the faculty and staff, the
of
fiscal, human, and material resources of the school; the type

and backfacility housing the plan; and the dispositions, attitudes,

grounds of the clientele served by the school.

Moreover, the study

cultural
presents no firm techniques for softening the impact of

implementation of
shock to be experienced by those affected by the
or utilization of
the plan; no hard suggestions for the modification

.
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facilities or materials, human and fiscal

rcc.oiir

hensive program of public relations serving

to

ecs

:

and no compre-

inform, to un-freeze,

and to gain support for the implementation of the plan.
4.

Restriction to a conceptualization.

The study does not simultan-

eously conceptualize and field test the total plan or selected seg-

ments of the plan.
5.

Restriction of objectivity.

The study recognizes that a subjective

element is introduced by the assumptions of the study.

Significance of the Study
This study is meaningful because it focuses on that area of the

curriculum which, because it is often neglected, is woefully lacking in
educational productivity.

A plan for utilization of unstructured time

rounds out the curriculum by adding an ingredient which will broaden the
rewarding, school-sponsored experiences of the students.

This study is also significant because it examines the potential

value to be gained in the use of heretofore unproductive time.

It pro-

poses innovative practices which may result in the educational enrich

ment of each individual in the school.

The study shows that this reward

for learning
may be won through experimentation with varied strategies

residual nega
and teaching, diverse environments, and in breaking down
progress of
tives that work against the educational and psychological
the student.

may
Experiments with offerings suggested in this study

the underlying causes of
lead to the acquisition of a means of removing

un-democratic practices in the
poor human relations, segregation, and
school

13

l^inally,

the study is important because

to design, build and

it

sunnorts a proposal

utilize programs catering to the needs, interests,

and abilities of the large, responsive element of the school population

with the hope that they, individually

— along

with the deviates

— will

be-

come creative and capable of independent thought and action; that collectively, they will become an integrated, harmonious group which en-

courages growth and respects freedom.

Organization of the Study
Chapter

I

of the study contains the proposal, the need for the

study, the statement of the problem, the definition of terms, the assump-

tions of the study, the design of the study

,

the limitations of the

study, the significance of the study, and the organization of the study.
In Chapter II a presentation of related literature and research considers

the effect of environment on the development of the individual and deals

with the environmental circumstances of selected background factors;
culture and values, educational setting, desegregation and integration,

prejudice and discrimination, anxiety, hostility and deviate behavior.
Chapter III re-examines the findings of literature and research in an
cirattempt to assess the degree of controllability over environmental

cumstances which might be exercised by the school.

Chapter III also sug-

comprehengests alternative controls which could become components of a

sive transition plan.

Chapter IV synthesizes the controllable environ-

plan
mental circumstances and control alternatives into a transition

high school.
affecting the unstructured-time component of a suburban
and environments for
The conceptualized plan features varied strategies

14

learning and teaching.
cations.

Chapter V contains a summary and a set of impli-

,

FOOTNOTES
William Heard Kilpatrick and William Van Til, eds. Ninth Yearbook of
the John Dewey Society Intercultural Attitudes in tlic Makin;- (New
York: Harper and Brothers Publishers, 1947), pp. 77-8.
,

,

2

Robert P. O’Reilly, ed.
Racial and Social Class Isolation in the
Schools: Implications for Educational Policy and Programs (New York:
Prager Publishers, 1970), p. 248.
,

3

Martin Deutsch, The Disadvantaged Child (New York: Basic Books, 1967).

4

Mario Fantini and Gerald Weinstein, The Disadvantaged: A Challenge to
Education (New York: Harper and Row, 1968).

^Helen Trager "The Primary Teacher," in Ninth Yearbook of the John De\>?ev
Society, Intercultural Attitudes in the Making ed. by William Heard
Kilpatrick and William Van Til (New York: Harper and Brothers Publish,

,

ers,

1947)

,

p.

78.

^Alan B. Wilson, "Educational Conferences on Segregation in a California
Community," in Racial Isolation in the Public Schools. Part 2 by U. S.
Commission on Civil Rights (Washington: U. S. Government Printing
Office, 1967), pp. 203-30.
,

^James L. Hymes, "Parents," in Intercultural Attitudes in the Making
Harper
ed. by William Heard Kilpatrick and William Van Til (New York:
and Brothers Publishers, 1947), pp. 44-6.
,

g

Trager

^Ibid.

"Primary Teacher," pp. 79-83.

CHAPTER

I

I

A REVIEW OF LITERATURE AND RESEARCH

Introduction
Three basic hypotheses held by the environmentalist-interactionists give this study impetus.

These hypotheses state that it is the

interaction of the individual with the environment, not lust genetic
inheritance, that determines most intellectual functioning and other

human behavior; that the human mind may take a limitless number of forms
depending on the environmental circumstances experienced during the
course of development; and that the environment can be structured to control human development.

School personnel who possess knowledge about those environmental
developcircumstances which contribute to a decrement in educational

would not only
ment, could design and structure school programs which

circumstances presently
help to mediate the negative effects of those
through given
functioning but would also generate positive effects

teaching which would work
strategies and environments for learning and

toward an educational increment.

Depending on the environmental circum-

could be as minute as adding
stances of the school, the changes required
as introducing
new content, on the one hand, or as drastic

a complete

re-orientation on the other.
Chapter

I of

utilization of
this study proposed a plan for the

unstructured time In the suburban school.

The plan would embody those

which support the premise that dlvstrategies for learning and teaching

17

ersity is better than uniformity as a foundation for educatinp. individuals.

Chapter IV will conceptualize a plan for the utilization of un-

structured time in the suburban school.

That plan will feature a variety

of strategies and environments for learning and teaching based on the

evidence presented in Chapter II.
Chapter II, then, will attempt to present a thorough examination
of vjhat literature and research has to say about the effect of environ-

ment on the educational development of the Individual.

Selected for

their high potential in working a decrement on the educational develop-

ment of the individual, these circumstances include culture and values,

educational setting, and certain background factors.

Because this

writer believes that improvements in economic status and opportunities
for minority groups to own real estate will mark the future and that
there will be an increase in migration to suburbia by minority groups,
the plan focuses on the suburban high school.

Consequently, Chapter II

environmental
will also review literature and research dealing with the
and discircumstances of desegregation and integration and of prejudice

development.
crimination for their possible interference with educational

hostility, and
Finally, Chapter II will review the effects of anxiety,

because they are negative
deviations in behavior; anxiety and hostility
common, overt manifestations of
by nature; deviations because they are

anxiety and hostility.
the belief that the human
This writer approaches Chapter II with

depending on the environpersonality takes an infinite number of forms
course of an individual's develmental circumstances experienced in the

.
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opment

;

that the developmental process is malleable; that intelligence

is variable;

that motives and attitudes are determinable and modifiable;

and that achievement is the product of the individual's characteristics
in continuous and dynamic interaction with elements of environment at
a given time.

If such were not the case, no change could take place.

Background Factors
Certain background factors have a detrimental Influence on those
characteristics, abilities, concepts and attitudes which contribute to

successful learning experience for the student in the school setting.

Background factors considered important to success in school
are social class, racial and ethnic stock, occupational and economic

status, neighborhood, concept of life-space, degree of isolation, per-

sonal attitudes, health, family and home, sex, age and I.O.

A review

factors to
of literature and research shows the relationship of those

achieveelements such as I.Q., basic and special learning abilities,
and sense of
ment and motivation, temporal orientation, aspirations

facilitate school succontrol, and language development, all of which
cess.

experiential backgrounds.
Children flock to school from diverse
Warner, Havighurst, and Loeb.
The extent of such diversity is noted by

ramifications of such circumstances
They also indicate the important

when they say:
Every
equal socially.
We know that children are not created
A child Is
positions.
child is born into a set of social
from the day of
born into a social status by sex.
manner from a girl chil^
different
a boy child Is treated In a
family.
by his birth order in the
A child is born Into a status

19

The first born will receive different treatment from those
who come later.
The last child will get a special kind of
treatment. A child is born into staus by his family’s position in the social structure. The child of the house "on the
hill" will have nurses, servants, tutors. He will grow accustomed to having people treat him with deference. He will
develop manners and speech that mark him as having grown up
"on the hill." The child of the house by the railroad tracks
will grow up with entirely different manners and attitudes
and expectations in life. A child is born into status by
his nationality or race.
If he is Jewish, Italian, Irish,
German, Chinese, Hindu, negro, he will undergo the treatment
accorded the people of his group, treatment which varies from
one part of the world to another and from one time to another.^
It is with these thoughts in mind that we examine the effect
of background factors on the various components which are deemed import-

ant to success in school.

The effect of background factors on I.Q.
ial stock appear to influence I.Q. scores.

Social class and rac-

The research findings by

Jensen; Furfey; Bayley and Jones; Knoblock and Pasamanick; Tyler;

Dreger and Miller; and Lesser, Fifer, and Clark maintain that:

1)

in-

telligence level, as measured by a wide range of group and individual

intelligence tests, generally shows a less than moderate but positive
relationship with indexes of social class level;

2)

ethnic differences

in intelligence scores are only partly explained by typical indexes of

social class level; and

evidence of a difference in the social class

3)

suffer
level within ethnic groups indicates that lower class Blacks may

more debilitating effects on intellectual development than do other
lower class ethnic groups.

2

Knoblock
The findings presented by Furfey, Bayley and Jones,
not usually
and Pasamanick, and Tyler show that measures of I.Q. do
of^ age.
differentiate different social class levels under two years

3

^
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Dre>/,cr

and Miller, liowcver, made longitudinal studies.

They found that

after two or three years of age, differences become apparent and that
there is an Increasing divergence with age.

4

Jensen’s study showed a

divergence between social class groups of 15 to 30 I.Q. points.

He

qualifies the results by stating that measures of I.O. do not differentiate various social class levels under two years of age except in motor

development.

Jensen did indicate, however, that racial differences

occur in I.Q.

test scores Independent of socio-economic differences.

(It should be pointed out that the work of Jensen has been the subject
of considerable controversy lately; particularly, the attempts to refute

this last observation.)

The work of Lesser, Fifer and Clark, as well

as that of Jensen, indicates that Blacks perform less well on tests of

abstract abilities and relatively better on verbal than on nonverbal

intelligence tests.
National income figures by race show that racial isolation also
in the
means social class isolation, and Wilson reports that differences

intellectual
degree of isolation produce differences in achievement and

development

.

with
Proshansky and Newton indicate that situations interfering
product of external factthe development of a student are not always a
by the student himself
ors directly; rather, situations may be generated
as a consequence of association:

which
attitudes
The children come to school bringing the
comunthe
in
adults
they have learned from parents and other
influence over their
some
have
turn,
in
ity'; these attitudes,
In a very
group.
behavior toward children of the other
mixed
racially
children in
early study (it was) found that Negro
withdrew
increasingly
classrooms accepted white prestige but
.

.

.

.

.

•
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into their own group as a response to white rejection. Katz
describes some of the factors influencing the perform
ance of the Negro child who enters a racially mixed school or
classroom; in some situations, social rejection and isolation
^
may produce such effects as intellectual impairment and anxiety.
.

.

.

It appears, then, that social class, racial and ethnic stock,

isolation, and personal attitudes have a decided Impact on I.Q. and

educational development.
The effect of background factors on basic learning abilities

.

Basic learning abilities refer to fundamental skills of learning such
as free recall, serial rote learning, paired associative learning, figu-

ral relations, intellectual speed, associative memory, perception of

order, voluntary control of attention, self— initiated rehearsal of newly

acquired behavior, self-reinforcement for successful performance, autonomous symbolic mediation, and others.

Differences in these abilities

appear to be influenced by fundamental processes underlying the ability
to learn in different social class, ethnic, and economic groups.

Al-

though more definitive research is required, present findings relating
teaching of
to basic learning abilities suggest new approaches to the

socially disadvantaged children.
to bring
As was previously stated, Jensen’s studies have begun

the learning of
to light some of the fundamental processes affecting

different social and ethnic groups.

His summary, in relating basic

social class groups,
ability to intelligence test scores for different

essentially unrelated to
indicates that 1) basic learning abilities are
I.Q.

are related substantialscores in the low socio-economic group but

this difference by social class
ly in the high socio-economic group, 2)
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leveL

Liidicatc’-s

that the learning ability gauges and I.O.

tests tend to

measure the same function in the high group and that 1,0. tests apnear
to be a poor index of learning ability for lower class groups, and 3)

lower class children with low I.O.'s show a wide range of learning ability scores, whereas the middle class children with low I.O.’s are in-

variably slow learners.

(Cattell has findings that in some measure

parallel Jensen’s results.)

8

Jensen attributes these findings to a be-

lief that basic learning abilities are measured bv laboratory learning

sets which involve little transfer from previous learning; whereas in-

telligence, as measured by standard I.Q. tests, consists of a reservoir
of transferable knowledge and cognitive skills which have to be acquired.

The rate of acquisition is the function of basic learning abilities

with the opportunities afforded by the environment.

In a good environ-

ment (middle class) it can be expected that a very high correlation between learning ability and intelligence will be found.

Educability is

the ability to learn school subjects by means of classroom instruction

....

Raw learning ability is not directly converted to educability

but serves educability through the agency of intelligence.

To profit

develfrom ordinary classroom instruction, the learner must bring many
peroped skills to the situation—voluntary control of attention, the

behavior,
ception of order, self-initiated rehearsal of newly acquired

symbolic mediself-reinforcement for successful performance, autonomous
ation, and a host of other processes.

...

In short, the learner him-

input in order to master
self must be able to act on the instructional
it.

the degree to which
An intelligence test score is an indication of

be educable by ordinary means
a child has the equipment to act so as to
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It seems that it is in the lack of these cognitive skills, tapped by

intelligence tests and required for educability, rather than in basic
learning abilities, that culturally disadvantaged children differ from
typical middle-class children.
as the l.Q.

It would seem, therefore, that as long

test and the achievement test continue to be used in the

school, social class differences will be seen as a consequence of the

failure of such tests to recognize the basic learning abilities measured in the tests used.

9

The effect of background factors on achievement and achievement

motivation

.

Related literature and research indicates that social

class, racial stock, economic status, geographic location, personal

attitudes, health, family and home, and l.Q. are among the background

factors which tend to influence both achievement level and achievement

motivation.

The work of several writers and researchers shows that soc-

ial status and intelligence level contribute independently to school

achievement; that Black/White achievement differences are roughly on the
order of one standard deviation across the school years in the metro-

politan Northeast but that the difference increases with years in school

when Whites in the metropolitan Northeast are compared with Blacks in
the rural South; that Puerto Rican children are somewhat more education-

ally disadvantaged than northern Blacks; and that regional differences
different forms
in Black/White achievement comparisons appear to reflect
of inequality of educational opportunity.

social-class
McCandless summarizes the relative contribution of

background and intellectual ability to achievement by stating:

2

2A

From the intelligence test differences between social classes,
we would expect differences in school progress, middle-upper
class children being expected to do better school work than
lower-class children. The actual differences in academic achievement between social classes are even more dramatic than differences in intellectual level. On the whole, lower-class children achieve less well in school than their intelligence tests
predict they will, whereas middle- and upper-class children
approach their academic potential more closely.
O’Reilly, from a review of the studies of Knief and Stroud;

Campbell; Curry; Watson; Cleveland and Bosworth; and Miner, produces

evidence which indicates that social class background may be more important for achievement than intellectual ability.

In studies in which the

contribution of intelligence to achievement is controlled
constant

— social

— that

is, held

class differences in achievement have been observed.

The research of Engle; Knief and Stroud; Sheldon and Carillo;

Granzow; Dlmitz, Kay and Reckless; Stodtbeck; Baker, Schutz and Himes;

Lovell and Woolsey; and Hanson and Robinson indicates that lower class
students do not achieve as well as students in the upper class at the
1

elementary grade level.

Coleman, Sibley, Campbell and Miner indicated

that the sane is true for students at the junior high school level;

and Jenkins and Randall, as well as Watson, report that this situation

remains true for children in the upper class among college students.

14

vehicles
O’Reilly, who reviewed most of the above vrorks, adds that the
grades,
of measurement were standardized achievement tests, school
age for
teacher ratings, highest school grade attended, and average

grade level.
on the
Studies having to do with the effect of neighborhood

elements therein are debilchild produce general agreement that certain

6

25

Itating.

Deutsch and Clark outline graphically the effect of living

under ghetto conditions and how these living conditions seriously under-

mine the readiness of the lower class learner for the school environment.

1

However, Wilson contridicts by reporting that neighborhood

composition

— either

racial or socio-economic

— has

no effect on measured

school achievement when he states, "Socio-economic and racial charact-

eristics of students* age-mates in the school neighborhood have no in-

dependent effect upon the academic achievement of students attending
similar schools.

McPartland also reports that differences in racial

or class composition of the neighborhood were insignificant in their

effect on achievement.

18

Some studies appear to show how isolation. Indirectly, works

against achievement and intellectual development.

National income fig-

ures by race show that racial isolation also means social class isolation.

Coleman et al report that differences in social class isolation

produce differences in the degree of racial isolation,
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and Wilson

reports that differences in degree of Isolation produce differences in

achievement and intellectual development.

Logic, then, dictates that

isolation— racial or social— negatively affects achievement and intellectual development.
the
The previously mentioned work of Proshansky expresses

Influence performthought that attitudes within the student himself may
ance.
the state of
Environmental circumstances produce differences in
to effective learnone's physical health which, in turn, is relevant

26

Physical health is linked to social class and ethnic differences.

ing.

Scrimshaw and Krech report that malnutrition, specifically the serious
protein deficiency known as kevashiorkor

,

may have a direct and irrever-

sible effect on brain development, resulting in permanent mental deficiency.

Less is knovm of the effects of milder degrees of malnourishment

on mental development, which is more common in the lower social strata.
At the very least, they report, moderate degrees of malnourishment affect

the child's ability to attend effectively in the instructional situation.
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In studies of prematurity, Dreger and Miller show that there is
50 percent greater risk of prematurity among Blacks

(50 percent) and

among low class Whites (somewhat less than 50 percent) than among middle
class and upper-class whites, and that this condition is apparently

related to nutritional factors.

The results of prematurity, they re-

port, include marked neurological abnormalities among both White and

Black infants: and comparisons of premature and full term infants on

Gessell's schedules indicate significant differences in developmental
levels, favoring the full term infants.

Such research suggests that

the lower socthe predominance of malnutrition and premature births in
to a greater
ial strata and among Black families probably contributes

thus
predominance of neurological abnormalities among these groups,

affecting later intellectual development.
and home backThere is little new in the notion that family

exerts a significant in
ground is a circumstance of environment which

educational experience.
fluence on the child as preparation for the

A

:
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study noting the effect of unfavorable background and home environment

(impoverished area where social rejection, high rates of family breakdown, chronic economic anxiety, and low aspiration level exist) on mot-

ivation for the school experience has been conducted bv Deutsch.

major effects, as he sees them, are

1)

The

a general absence of persistence

on the part of these children when they find the task is difficult,

2)

a

complete absence of preparation for the school experience (It is not
that the parents are "anti-school," but that the rewards of schooling

are foreign to their experience.)* and 3) a negative self-image is seen
to relate strongly to being Negro.

someone makes fun of me

....,"

(In completing the sentence, "If

47 percent of the Vfhites, but only 6

percent of the Negroes, suggested counteraction

....

He senses that

the larger society views him as inferior and expects Inferior nerform-

ance from him.)
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Kilpatrick also discusses the contribution of family life to
achievement with regard to relationships between people, noting partic-

ularly how parents can build
o/

citv for human relations.

— or

fall to build

into the child a capa-

Kilpatrick also points out the imnact on a

living in a
child (that is, his attitudes, beliefs, and behavior) from

particular home situation with particular parents and siblings.

25

He

imnact of the
also observes that the influence is not limited to the

family
will live together
It has been found that the youngest children
®ut as
naturallv.
almost
fashion
in this desirable democratic
elders
other
and
parents
certain
of
they get older the attitudes
^6
will begin to interfere.
to the impact of
Coleman et al contribute considerable space
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family background on achievement in their report.

They contend that

differences in family background contribute strongly to the degree of
achievement.

Also, there are apparently a number of indirect and inter-

active effects of family background and achievement as, for example,

student attitudes which condition the sense of control over environment.
Further, they observe, it appears that the background factors that con-

tribute to the level of achievement comprise a different cluster for
each minority group.

27

In another section of their report, Coleman

et al show that differences in the parents*

educational desires for

their child, differences in the education of the parents, differences in
the reading materials in the home, and differences in the material pos-

sessions in the home produce differences in the achievement of the
child.
It is a popular belief that differences in achievement result

from the absence of the father in the home.

Coleman et al

;

The studies of Birnbaum;

Crescimbeni; Kasdon; Kelly et al

;

McPartland; Miner; and

Weltz and Wilkinson showed that the relationship between the absence of
the father in the home and achievement was not significant or conclusxve.

29
to
It should be of particular interest to those in education

of time
know that Coleman et al report that differences in the length

influence of fama child stays in school has a tendency to reduce the

.30

ily background on achievement.

background—
The number and quality of experiences in a child's
profound effect on the qualthe child's concept of life-space— has a
ity of his participation in the school setting.

There are extreme

—

—

29

differences in the experiences of the middle-class Ant»lo child, to sav
nothing of the experience differences in children ^n other groups.

The

range of out-of-school experiences of children as it relates to travel

experiences has been demonstrated in a study bv Blough and Dodd. 11

Havighurst and Neugarten comment on this problem by reminding us that

when children come to public school, they are apt to have

a

meager back-

ground of experience which will make it difficult for them to participate

meaningfully in the formal work of the classroom.
the concept of life-space

ments

— physical

"...

Thev contend that

involves at least three different ele-

space, the objects contained within that space, and the

people who inhabit that space.
and socially determined.*

All three elements are socially defined
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Much has been written about achievement motivation.

Crandall

explains its general effect:
the desire to perform competently in achievement situations is a basic and pervasive motive in human experience.
the attainment of desired achievement goals,
To most humans
and the attendant approval (whether from self or others) accruing to such attainment are important sources of satisfaction.
.

.

.

.

.

.

.

.

.

While some students have a well-rounded orientation, for 'others

particularly those who are socially and economically disadvantaged
circumstances will prevent the full development of an achievement orient
ation.

have comKatz; Bandura and Huston; and Bandura, Ross and Ross
and achievepleted studies on the relationship between group membership

ment motivation.

Katz reports on the findings of a number of studies

unusually high achievement
which show that lower class Negro parents had
were not disposed
aspirations for their children but that the parents
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to expending the necessary effort to support the achievement behavior

of their children.

The consequence of such a situation was that these

high aspirations were transmitted to the child and those children with
a low achievement level developed a defense mechanism which was exhib-

ited in self-discouragement and self-criticism.

Poor academic achieve-

ment and self-criticism are found to be related to skewed perceptions
of reward and punishment.

On the other hand, he found that middle-class

parents are more likely to support the development of achievement motiv-

ation by creating appropriate conditions for the child, such as holding
high achievement aspirations for the child, introducing independence
training at an early are, and using positive and negative reinforcers

strengthen independence and achievement-oriented behavior.

to
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Transmission of achievement-oriented behavior can also take

place through modeling or imitation, as when a child imitates the parent.
Bandura and Huston tested the hypothesis that children would learn to
imitate behavior exhibited by an experimenter-model.

The result of the

study indicated that children reproduce behaviors resembling those of
the model.

The significance of imitative learning when liked to soc-

available
ial class is evident when on considers the types of models
to some children of the lower class.

behavior
Bandura, Ross and Ross made a study of aggressive

transmitted through modeling.

direct Imitative responses.

The study supports the high incidence of
It also suggests that the imitative res-

is absent.
ponses occur in new situations in which the model

The result

of cues produces certain beof this study indicates that observation

occurred had the subject
havior that in all probability would not have
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not boon influencpd by the model.

When the modolr; nvnilnblo to the

lower-class child are considered, Lhe importance
to

oi

imlLative learnlnp,

the development of achievement behavior is significant.

Deutsch concerns himself with the influence of environmental
factors on both motivation for learning in school and the child's belief concerning his own possibilities, rather than on learning per se.

The results of this study were noted earlier, and one of the conclusions
he draws from the study shows the relationship between environmental

circumstances, personality, and performance:
The lower-class child, and especially the lower-class minority
group child, lives in an environment which fosters self-doubt
and social confusion, which in turn serves substantially to
lower motivation and makes it difficult to structure exper-^^
ience into cognitively meaningful activity and aspirations.

Literature and research reviewed indicates that achievement

motivation and achievement are significantly influenced by social
class, racial and ethnic stock, economic status, geographic location,

neighborhood, life-space, isolation, personal attitudes, health and

family and home.
The effect of background factors on temporal orientation

.

The

temporal orientation of the child has been subjected to study because
of the implications relative to achievement motivation.

The studies,

produce
generally, support the thesis that differences in environment

differences in time orientation.

Several studies show that there is

a

is related to
constriction in time sense in the lower classes and this

academic achievement.
such undesirable behaviors as delinquency and low
class and
LeSham et al investigated time orientation and social

more future oriented
found that middle class subjects were significantly

32

than lower class subjects. 38

Studies of the time orientation of adiudicated and non-ad,ludicated delinquent and non-delinquent boys and girls—Brandt and Johnson
for boys and Barabasz for girls—have been made.

on the basis of social class.

Subjects were matched

The studies showed that delinquents pro-

duce stories that had shorter time spans than those of non-delinquents.

3b

Should erroneous conclusions be drawn. Brock and BelGuidice

indicated that temporal orientation was not related to race, age, sex,
or I.O.

40

The studies of Barabasz support a portion of Brock and

DelGuldice by showing a lack of significant correlation between temporal

orientation and intelligence.

41

Teaham and Barabasz made a similar

study investigating the future time perspective of high and low academic

achievers matched by age and socio-economic status.

The results showed

that high achievers were more future-oriented than low achievers.

Horton, in discussing time orientation, observes,

"...

42

todav in the

dominant middle-class stereotype, standard American time is directed
to

the future

to the present

....
.

.

.

In contrast, time for the lower-class is directed
."

A3

A parallel thought may have prompted Zintz

to observe;

Lower classes do not view education as middle classes do.
Lovjer-class parents tend to believe that their children are
impertinent or obtuse if they try to achieve education in order
They are apt to think
to climb the ladder of class difference.
through hard work
money
earning
and
early
that quitting school
or sedenwhite-collar
in
placement
and
education
is sunerior to
tary jobs.'^'^

Little needs to be said about the effect of such conditioning
the child.
on motivation, aspirations, and educational retardation for
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Aspirations and sense of control are attitudes.

ol

Their popu-

larity in any discussion of the student in the educational situation
appears to stem from the fact that both are fundamental as stimulators
of achievement motivation and achievement per se.

The student who feels

that he is in control of the environment about him and can mediate im-

mediate desires and comforts with prospects of greater future rewards
usually stands a better chance for successful experience in the school
setting.

According to the studies of Reiss and Rhodes, Lott and Lott,
Sprey, Gist and Bennett, Coleman et al

,

Katz, and the RIPS report,

differences in social class or ethnic group produce differences in
levels of aspiration.

In studies comparing the aspirations of White

and Black students, Wilson reports that social class composition and

family background variables contributed significantly to college aspir-

ations for children

— strongly

for whites but less strongly for Blacks.

46

Wilson also found that among White, male sex, verbal achievement, and
academic self-concept (ability to get A*s and B
of aspirations to attend college.

s)

were strong predictors

The RIPS report produced evidence

friendships produce
to substantiate the idea that differences in racial

definite
differences in the likelihood that Black students will make
plans to attend college.
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ability to
Studies dealing with the feeling one has about his

control events have been conducted by Wilson.

He reports that differ-

the lower class composences in the sense of control are significant in

achievement, and the Black
ition of a school, male sex, low verbal

.

v^
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Coleman et al reports that differences in the sense of control (alon^

with other attitudes) produce differences in the achievement of minority
students

Literature and research reviewed, then, indicates that aspirations are influenced by social class composition, family background

variables, race, sex, verbal achievement, academic self-concept and
racial friendships; and that the sense of control is related to social

class composition of the school, male sex,

lovr

verbal achievement and

the Black race.

The effect of background factors on language development

.

Al-

though the exact function of language in the development of complex
thought is not yet clear, Jensen reports that language development

plays an important role in certain kinds of problem-solving and concept
learning.

Ervin- Trip reports that language development is signifiCO

cant in learning to read,

and Deutsch reports that language develop.

.

ment influences performance on tests of administrative ability.
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Generally, the literature and research indicate a relationship

between language development and social class, occupational status,
economic status, and family and home background.
The factors affecting language development have been the concern
Loban, and
of Irwin, John, Bernstein, Hess and Shipman, Strodtbeck,
social class inJahoda; and a review of their research indicates that

fluences language development.

The lower class disadvantaged child

s

vocabulary,
language may be somewhat simpler in syntax, restricted in
than the language of
and poorer in descriptive terms and modifiers

35

the middle class child.

Deutsch feels that these and other differences

accrue from the small amount of verbal communication.

He also points

out that lower-class communication patterns tend to be characterized by

commands and other short sentences -with a heavy reliance on gestures.
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Irwin reports differences between infants from professional
and white collar families and infants from laboring class parents in

the number of sounds used and the frequency of use of sound.

After

eighteen months of age, figures were statistically significant.^^
John compares first grade and fifth grade Black children selected from three socio-economic groups

—a

lower— lower class group, an

upper— lower class group, and a middle— class group

on performance in

measurements of receptive and expressive labeling.
ferences were found amoung the first grade children.

Social class dif-

Middle-class fifth

on integrade children, however, achieved significantly higher scores

grative tasks than lower-class fifth grade children.

John concludes

was hampered
that the acquisition of abstract and integrative language

by living conditions in the homes of lower class children.
language, charThat restricted communication codes, or nubile

classes while elabacterizes the language of the lower socio-economic

characterizes the lanorated communication codes, or formal language,
classes is claimed in a
guage of the middle and higher socio-economic

report filed by Bernstein.

were
These class differences in language

of age; they increased with
observed in those as young as five years

increasing age.
between Black mothers of
In an investigation of communication

four different social class levels and their four-year old
children,
Hess, Shipman and Jackson discovered that the most striking and obvious

differences between the environments provided by the mothers was in
language usage.

They report that children from middle-class homes per-

formed sorting tasks much better than did children from lower-class

homes, particularly in offering verbal explanations for their reasons.
Hess et al state that the results appear to hinge on the following

variables:

1)

an environment where protocols are consistently longer

in language productivity; 2) an environment where more abstract words

and more complex syntactic construction is used;

3)

an environment

where a greater proportion of person-oriented statements rather than
status-oriented statements are used;

4)

an environment where more des-

cription and absoluteness rather than simple relational classifications
are used;

5)

an environment where greater emphasis is placed on re-

flection, evaluation, and objectivity rather than quickness and sub-

jectivity in giving responses is used;

6)

an environment where inter-

actions between mothers and children are marked by taking sufficient
time for reflection and planning; and 7) an environment wherein lack of
such mother-child interaction produces given effects, such as:

a)

be-

havior that is controlled by status rules rather than attention to the

individual characteristics of a specific situation, b) behavior that
not mediated by verbal cues or by teaching that relates events to one

another and the present to the future, c) behavior wherein the child

relates to authority rather than rationale, d) behavior in which
child may be compliant but not reflective, and

e)

behavior in

a

a

child

is

a

.
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for whom the consequences of an act are largely
considered in terms of

immediate punishment or reward rather than future effects and
long-range
goals

Strodtbeck discusses several factors affecting language development in the dependent poor lower class

— fear

of neighbors;

lack of soc-

ial contacts because of fear; frequent absence of father; lack of
or-

ganization of roles of the family members; and disciplinary practices
that seemed to be based on a definition of good behavior emphasizing

physical inaction, verbal non-participation, and a state of being nonobservant.

These factors appear to preclude protracted verbal explora-

tion on the part of the family members.

The result is that the family's

language is characterized by restricted, rather than elaborated, codes
of communication.^^

In a study of the verbal learning of children over a twelve-

year period, Loban found that social class was closely related to langguage development and that this relationship caused problems for the
lower class child when he was confronted with the demands of middle

class society.

He draws the following conclusions:

1)

It

.

.

.

seems

entirely possible that subjects from the least favored socio-economic

categories can find themselves at a disadvantage in schools where the

verbal linguistic skills of the middle-class orevail,

2)

Such subjects

find themselves increasingly ill at ease and self-conscious to the

point of avoiding oral performance. 3) Such avoidance could, in turn,

progressively affect performance in the related activities of reading
and writing, and 4) The subjects seemed to exhibit a rigidity of syntax,

I

.
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limited and restricted use of structural possibilities for sentence

organization, and a kind of condensed speech in which certain meanings

were restricted and the possiblity for their elaboration reduced.
Jahoda v;orked with selected primary and secendary school boys
from the working- and middle-class homes in matched pairs at each age
level.

At both the primary and secondary school levels he found that

the vocabulary scores of the working class children were significantly
lower than those of the middle class children and that the proportional

differences between the four teen-year -olds was greater than that for the
ten-year-olds
Tt appears, from the relevant literature and research on the

effect of background factors on language development, that the nuality
and extent of communication codes and patterns, usage, exploration,

syntax, vocabulary, descriptive terms and modifiers, sounds, and ab-

stract and integrative language

ment

— are

— all

contributors to language develop-

significantly influenced by social class, occupational status,

economic status, and family and home background.
The effect of background factors on special learning abilities

.

Special learning abilities refer to such abilities as space conceptualization, clerical apptitude, verbal ability, creativity, reasoning, num-

erical ability, etc.

Literature and research indicate that occupational

status, social class and ethnic grouping may influence such abilities.

Studies bv Guilford; Dreger and Hiller; Lesser, i^ifer and Clark; Jensen;
and Coleman et al concur.

Guilford tends to show that the relationship of scores on
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special

tests (the clerical apptltude test and the Thurston Primary

Mental Ability test) to occupational status is similar to that found
in the studies relating social class indexes to the more general abilrr\

ity factor measured by traditional intelligence tests.

In a review of psychological studies of blacks and whites,

Dreger and Miller cite evidence of social class differences on tests
for creativity.

Upper status students scored significantly higher on

tests for originality and fluency.

63

Lesser, Filer and Clark measured verbal ability, reasoning,

numerical ability, and space conceptualization in 400 young children
grouped according to social class and ethnic group membership

Puerto Rican, Chinese, and Jewish.

— Negro,

Significant social class differences

were found and there was no tendency for social class level

to be asso-

ciated with differential patterning of the four abilities measured by
this study.

The most important results of this study, however, were

the findings of significant correlation between ethnicity and type of

ability.

Ethnic differences resulted in significant differences in
Ab-

both the patterning and the absolute level of each ethnic group.
solute levels on the four abilities were significantly affected by

social class within each ethnic group; but the ethnic patterns of ability levels remained essentially the same between social class levels.

Additional findings of the study indicated significant interactions of
social class and ethnicity on mental ability levels but not on pat-

terns— an indication that the social class factor produced more

of a

groups
difference in ability scores for Blacks than for other ethnic

AO

and that the mental ability scores of the four ethnic groups x;ere more

alike within the middle class group than in the lower.

Based on their

over-all findings, Lesser, Fifer and Clark conclude that these findings

allow a reassessment of the various explanations with regard to cultural
influence upon intellectual performance.

The importance of the mediat-

ors associated with ethnicity is to provide differential impacts upon

the development of mental abilities, while the importance of the mediators associated with social class is to provide pervasive (and not dif-

ferential) effects upon the various mental abilities.

6A

These results

are inconsistent with the notion that, if certain disadvantaged ethnic

groups could be equated on a number of variables linked to social class

background variables, differences in Intellectual performance v/ould

virtually vanish.

Clearly, there may be more to it than that.

The

salevidence now available suggests that ethnic membership may be as

ient as social class membership

— or

more so

in determining the level

and organization of children's mental abilities.

Coleman and Guilford

such patternagree that there does seem to be reason to believe that
ing is, at least in part, due to cultural factors.

65

Jensen states

hereditary factors which
that direct evidence concerning cultural or
abilities by ethnic group is
may be responsible for this patterning of
not yet available.

as an
Lesser, Fifer and Clark offer two factors

scores for the Blacks
explanation for the greater difference In ability
1)

.

.

.

deprived in terms of
the lower class Negro group is more

family stability and

2)

.

.

.

.

•

of a
the lower class Black is a member

which fewer models are available
more isolated lower class culture In
to heighten educational aspirations.

The lower class Black child Is

.
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ILkoly Lo lack contact not only with the cultural majority hut with the

Black middle-class as well.^^

O'Reilly states that the conclusions to be drawn from these
studies collectively are that the Black child is considerably more
subject to the effects of social class differences than are the other
ethnic groups studied and that social class exerts a more pov?erful

influence on the Puerto Ricans than on the Chinese.
child comes from a more stable family unit

...»

The Chinese
is a member of a

more unified cultural group in which value is placed on education, and
suffers less from isolation from middle class models of his own ethnic
origin.

Thus, the disparity in the status of a middle- and lower-

class child in relation to cultural majority is perhaps much greater
for the Blacks than for the Chinese.
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Summary
The literature and research relating background factors (social
class, racial and ethnic stock, occupational and economic status, geo-

graphic location, neighborhood, concept of life-space, degree of isolation, personal attitudes, health, family and home, sex, and age) to

educational components predictive of positive educational development
and success (I.C., basic learning abilities, achievement, motivation,

temporal orientation, aspiration, sense of control, language development, and special learning abilities) present evidence which indicates
given qualities,
a differential effect of given background factors on
social class
abilities, attitudes or skills and a pervasive effect of

on all those elements.

.

A2

T.Q.

stock,

appears to be affected by social class, racial and ethnic

isolation, and personal altitudes.

This

is

a

conclusion based

on the work of Jensen; Furfey; Bayley and Jones; Knoblock and Passa-

manick; Tyler; Dreger and Miller; Lesser, Fifer and Clark; Wilson; and

Proshansky
Basic learning abilities, according to Jensen and Cattell are
subject to the influence of social class, ethnic stock and economic
status, among other elements.

Achievement or achievement motivation differs with the impact
of social class, racial stock, economic status, geographic location,

neighborhood, life-space, isolation, personal attitudes, health, and
family and home.

Contributors of evidence indicative of this situation

are Engle; Knief and Stroud; Sheldon and Carello; Grazow; Dimitz, Kay
and Reckless; and Stodbeck.

Further evidence is reported by Baker,

Schutz and Himes; Lovell and Woolsey; Cleveland and Bosworth; Hanson
Randall;
and Robinson; Coleman; Sibley; Campbell; Miner; Jenkins and
Bandura,
Watson; McCandless; Curry; O'Reilly; Katz; Bandura and Huston;

Blough and Dodd;
Ross and Ross; Deutsch and Clark; Wilson; McPartland;
and Miller; and
Havighurst and Neugarten; Scrimshaw and Krech; Dreger

Kilpatrick.
as social
Temporal orientation is determined by such factors

class, racial stock, sex, age, and I.Q.

,

according to evidence present-

Johnson, Barabasz, Brock and Deled by LeSham and Ellis, Brandt and

Guidice, Teaham and Barabasz, and Zintz.
and Lott, Sprey, Gist and
The work of Reiss and Rhodes, Lott

and the
Bennett, r.o1eman et al , Katz, Wilson,

report, shows that
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aspIraLlons are Influenced by social class, family background ynrlables,
race, sex, verbal achievement, academic self-concept, and racial friend-

ships while sense of control relates negatively to the social-class

composition of the school, sex, verbal achievement, and race.
Language development appears to be subject to social class,

occupational status, economic status, and family and home background.
This conclusion is determined on the basis of evidence produced by the

research of Jensen, Ervln-Tripp, Deutsch, Irwin, John, Bernstein, Hess
and Shipman, Strodtbeck, Loban, and Jahoda, all of whom studied the

effect of background on language development.
Finally, special learning abilities are affected by social
class, ethnic stock, occupational status, and family and home back-

ground, a fact made evident through the findings of Guilford, Dreger
and Miller; Lesser, Fifer and Clark; Jensen; and Coleman et al

.

Culture and Values

Few environmental circumstances are as pervasive as the dominant culture and value of the society.

Ensconced in beliefs, nractlces,

attitudes, biases, views, etc., such a system sets un conditions vrlth

which an individual must interact.

This Interaction mav result in con-

of the
flict that is detrimental to the proper growth and develonment

individual.
improve human
This study conceptualizes a plan which helps to
for students,
relations bv reducing anxiety-eliciting conditions

^anv

perspective of his oxm cultof these conditions stem from the teacher’s
of the dominating cultural
ural and value orientation, a poor perspective
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and value orientation, and a poor perspective of the various cultural

and value orientations of different students.

The purpose of this sec-

tion, then is to present a general overview of the American cultural

and value system with particular attention aiming at what that system

emphasizes, how it is transmitted and changed, its impact, and some of
its damaging effects.

The section lays a foundation for a discussion

of some of the conflicts which will be presented in an examination of

the school setting.

Definitions

.

"Culture,” according to Funk and Wagnall's Stan-

dard College Dictionary

,

is the sum total of the attainment and learned

behavior patterns of any specified period, race, or peole, regarded as

expressing a traditional way of life subject to gradual but continuous

modification by succeeding generations.

"Value," by Williams' defini-

tion, is "any aspect of a situation, event, or object that is invested

with a preferential interest as being 'good,'

'bad,'

'desirable,' and

the like."^^

Emphasis in the American culture and value orientation

.

Accord-

ing to Williams, the major values in American culture are achievement
and success, activity and work, moral orientation, humanitarian mores,

efficiency and practicality, material comfort, progress, eciuality,
freedom, external conformity, science and secular rationality, national-

ism-patriotism, democracy, active mastery, interest in worldly goods,
and emphasis on change.

While generally agreeing with Williams,

being responZintz adds as major values the acts of getting educated;
control, foresight as
sible (x^hich incorporates self-discipline, self
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conservatively conceived in a predestined, divine plan); and shaping
one’s own destiny.

Zintz also adds time orientation and aggressive,

competitive behavior.
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It is evident that such values leave ample

room for disagreement and conflict which must, in some way be mediated or at least understood and appreciated.

Transmission of culture and values

.

A common contention of

all who contributed to this review of literature and research is that

culture and values held by individuals and groups are not biologically
transmitted; rather, it is the contention of most that they are trans-

mitted socially and that education is one of the chief vehicles for
transmission.

Vickery and Cole, in making a generalization about cul-

ture, state that "cultural differences are not biologically trans-

mltted,"
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and Kneller clarifies the process by stating:

Culture is transmitted socially; that is, by communicating,
and generally embodies in a group tradition of which the veThis culture in a group is a matter of
hicle is language.
habits of thought and action acquired or 'learned' by interaction with other members of the group. Culture includes all
of man’s acquired power of control over nature and himself.
It includes, therefore, on the one hand, the whole of man s
material civilization, tools, weapons, machines, and even
systems of industry; and, on the other, all the non-material
or spiritual civilization such as language, literature, art,
religion, morality, law and government.^
It is pretty well established that many of the attitudes and
as
biases of many Americans are shaped by Judeo-Christian influences

and
well as from influences found in the tenets of state documents

world philosophies.
The teacher and the transmission process.

Spindler states

of American
that "the teacher is the key person in the transmission

A6

culture."

He warns, however, that:

Unless he is aware of his own cultural perspective, what
is actually transmitted to children by either accident or
intent may not be consistent with the teacher's declared
purpose and Intent.
The bulk of American teachers come from middle-class homes and
it is this orientation that may lead to conflict between the student

and the teacher.

A middle-class orientation prepares a person with

given attitudes, beliefs, biases and values; it conditions the person
toward certain practices or a given life-style which is marked by con-

sistency between a value orientation and that person's everyday practices or life style; and it features a given view of the world or out-

look on life.

Sometimes a middle-class orientation is characterized

by a degree of inflexibility which makes a person fail to provide

equal opportunities, fall to understand other cultural differences and
cultures, and fail to see that his own values may be something less
than "right" and "God-given."

And such an orientation may establish

hypothetical expectations manifested in a reverence to certain drives,
obedience, respect, conscientiousness, and a general desire to measure
up to the "ideal type."

Spindler is not the only person who has chosen to comment on
the consequences of a given orientation in the teacher.

In discussing

attitudes and biases shaped by Judeo-Christian influences that can
of
work against the proper psychological and intellectual development

the difficultthe school child, Relchard calls particular attention to
of the Judeoies many minority groups have in accepting the tenets

Christian code.

to control
He points out how inflexible mores attempt
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Lli('

.icLivlty of

incUvIdual memluTH and

tliat

as a result of violation,

not only guilt feelings and anxiety are built, but the member may

bi-

ostracised, harshly rejected, or severely censured by society.

Recognizing the teacher as a pivotal person in the transmission
of American culture and realizing that the teacher's effectiveness in

that role may be seriously jeopardized by his awareness of cultural

traits, his own cultural perspective and orientation, and his potential
for fostering hurtful influences on the student, Ulibarri, as well as

Ulibarri and Zints, have studied the extent to which teachers are aware
of socio-cultural differences.

The studies showed that while teachers

were aware of some rather obvious cultural differences, customs, and
experience backgrounds, they failed to recognize underlying value conflicts vjhich suggested that equal educational opportunity is denied

minority group children because curriculum is geared to the teacher
middle-class, Anglo values.
Zintz, indirectly, points out teacher failure to understand

cultural differences when he includes in a list of differences which
the teacher must understand the following:

The life-style of the family, beyond the handicap of lanbeliefs
guage, has incorporated many cultural practices and
life-space,
limited
teacher:
unfamiliar to the typical school
in the
absence of books in any language in the home, belief
is
information
where
supernatural to solve those questions
ties
family
of
acceptance
and
lacking, reverence to the old,
rooted in a foreign culture and language.
Zintz also reminds us that:

children come from
in many schools the majority of the
each class has
that
and
lower-lower and upper-lower classes
to its every
corresponds
a set of value orientations which
day practices or life style.

...

s

.
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The implication is obvious:

failure to recognize differences may lead

to conflict situations resulting in anxiety.

Pointing out how a conflict in ideals in one’s own orientation

may lead to unsolicited Interference, Wax and Thomas observe:
In every human relationship there is some element of influence, interference, or downright compulsion. The white
man has been and is torn between two ideals: on the one
hand, he believes in freedom, in minding his own business,
and in the right of people to make up their own minds for
themselves; but on the other hand, he believes that he
should be his brothers keeper and not abstain from advice,
or even action, when his brother is speeding down the road
toward perdition, death, or social isolation due to halitosis. ^0

Brophy and Aberle summarize by suggesting, simply, that the

Anglo may fail to recognize that other cultures hold an entirely different view of the world. 81
Several writers have discussed the nature and consequence of
one's own cultural perspective.

Reissman gives teachers information

about how their own middle-class life styles often result in systematic

discrimination against lower class learners.

He points out some char-

acteristics which he feels are typical of a deprived child's life
style, such as being physical and visual rather than aural, spatial

rather than temporal and content-centered rather than form-centered.
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The conclusion that school personnel often look upon their own

values as "God-given" is drawn by Warner et al when they advise:
...teachers will do better if they learn to look on the
values of their own social class as less than God-given.
Prospective teachers (dravm mostly from the lower middleclass in our society)* should be taught to distinguish the
basic democratic values of our society from the host of
lesser class-bound values which are not a necessary part
of a public education program.
.

*

Author's parenthesis

.

Zintz theorizes that the major drives of the middle
class
teacher, which are often in conflict with the values, beliefs,
and

view of education held by children of other social classes, may
interfere with the establishment of a proper climate for learning in
school.
He lists the following drives of the middle— class teacher as most

troublesome:

achievement and early success; work for "works sake"

and it is "good" to work hard; getting educated; being responsible;
and shaping one's own destiny.
It was previously mentioned that Spindler contends that teach-

ers who are unaware of their own cultural perspective may unwittingly

transmit unintended learning to children.

His contention was based on

a study of the Interpersonal relationships between the teacher and the

children in a heterogenous fifth grade.

Spindler concludes that posi-

tive interpersonal relationships were effective with but a minority

portion of the class and those with whom the teacher Interacted effectively shared the teacher's values and aspirations.

The study found

that 1) when the teacher listed the best socially adjusted students in
the class, six of the seven were from homes of middle-class status and

the seventh possessed strong status-achievement drive; 2) when the

teacher listed the least well-adjusted students, six of the seven were

from families of lower-class status;

3)

when the teacher listed the

children with whom he had the most effective working relationship, five
of the eight listed were from middle-class families; 4) when the teach-

er listed the children with whom he had the least effective working re-

lationship, seven of the eight were from lower-class families;

5)

when
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the teacher listed the children who were most popular
and most accepted by their classmates, only one of the eight listed
came from fami-

lies in lower-class status;

6)

when the children selected those most

popular and most accepted by sociometric techniques, children identified only three of the eight identified by the teacher; and

sponse to oral reports by children, the teacher's responses
facial expression, bodily postures, comments and silences

7)

in re-

— gestures,

— v;ere

all

patterned in the framework of the same selective bias indicated
above.

Other studies trying to determine the effect of teachers*
values, beliefs, attitudes and expectations on the achievement of

children have resulted in a variety of findings.

The HARYOU study

indicated that middle-class teachers tend to underestimate the ability,
and to misinterpret the goals, of minority group children.

The author

states, "The issue of the class origin and outlook of teachers re-

volves around the question of the ability of teachers to understand
and identify with their pupils."

86

Rosenthal et al made a study which supported the hypothesis
that expectations of authority figures regarding the behavior of those

whom they control influence the latter's behavior.

87

The Implications

of their study are that when teachers have rigid expectations of poor

achievement for lower-class children, or for pupils in low abilitv
tracks, the expectations may function as self-fulfilling prophecies.

Like Rosenthal et al

,

Clark expresses belief that the teacher's

expectation of pupil performance serves as a self-fulfilling prophecy.
...a key component of the deprivation which afflicts ghetto
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.adrc, IS thal gcnarally tholr
teachers du not expect
them to learn and that they have
adopted as their concept of their function custodial
care and discipline.
ccor ngly, the motivational
problems of the children
will be solved when teachers can
be motivated to teach
effectively— that is, to set high standards
of scholasxc performance and to provide
good instruction combined
with emotional acceptance and support.
c

Fantini and Weinstein list many areas
in which learners ex-

perience difficulties, but they particularly
point out the incongruities which exist between the lower-class
youngster and the middle-

class oriented school:
(1) their learning style is different from
the teaching
style of the school, (2) what they already know
is not
utilized by the school, and (3) the school manages
to avoid
helping them with those things with which they
are really
concerned.®^
•

.

.

In discussing the education of an exceptional child,
Zintz

suggests that schools expect that each child coming to public
school
is to become oriented to certain values emphasized
in the dominant

culture; such as, competitive achievement, time orientation,
scientific rationale, change, aggressive competitive behavior, and
control
of one's destiny.
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Failure to appreciate the impact of cultural shock on children
is evident in the behavior of many adults who deal with children in

the educational setting.

Elam discusses the effect of cultural shock

on the child and learning:

Upon entering school, the bilingual child experiences a
'cultural shock." In this new environment the foundations of his security are shaken. A sudden change or
interruption of culture may cause learning to cease.
He must cling to the tradition of his culture and lag
behind in the acquisition of a second language, or discard his tradition and acquire a 'foreign tongue.'
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l^ither choice results in emotional
upheaval wliich may

result in maladjustment toward school
or his home environment.

Leacock, however, challenges the notion
that faulty communi-

cation between teachers and students can
be accounted for simply by
class differences.

She states that:

...the school is, in fact, not presenting
'middle-class'
values to working-class children unless this is
interpreted to refer specifically to the 'middle-class'
views
of the teacher toward 'lower-class' children
whose role
in society is seen as restricted.
In other words, the
scliool is conveying a middle-class image of how
workingclass children are and how they should be an average
which emphasizes obedience, respect and conscienciousness
as desirable, rather than ability, responsibility,
and initiative, and which expects deviance to be unruliness V7ith
regard to behavior and apathy with regard to curriculum.
It is our further contention that through projection
of
this image upon the children, teachers help perpetuate
the very behavior they decry.

—

In an attempt to correct the major deficiencies of the earlier

studies in teacher expectation, Leacock determined that differential

expectations are formed by a series of subjectively interpreted attitudes and characteristics of students; that is, teachers have in mind
a roughly constructed "ideal type" as having the characteristics

necessary to achieve "success" both in public school and in the
larger society.

social class.

Such characteristics are significantly related to
Secondly, she found that students receive differential

treatment based on the absence of possession of the traits deemed

necessary for success or failure.

She concludes:

It appears that the public school system not only mirrors
the configurations of the larger society, but also significantly contributes to maintaining them. Thus the
system of public education in reality perpetuates what
it is ideologically committed to eradicate class barriers

—
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which result in inequality in the social
and economic life
of the citizenry. 93
It is the feeling of this writer
that the literature and re-

search supports the notion that the dominant
cultural and value ori-

entation of both the general society and the
teacher presents an en-

vironmental circumstance rich in potential for
conflict between the
student and teacher or between the student and
society in general.
It would seem that if school people could
become aware, not only of

their own cultural perspective but also of the cultural
perspectives

held by those in other cultures, much conflict would be
mediated and

decrements to individual development would be minimized.

Also, such

an awareness is basic to building positive human relations because

awareness tends to make people avoid, or take steps to prevent, anxiety-eliciting conditions.

Zintz implies that awareness of differ-

ences is basic to the good mental health of teachers when he suggests
that as a consequence of an Inability to understand and appreciate

other value systems, students become subject to frustrated and dis-

satisfied teachers.
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To teach the... child successfully, the teacher must be cognizant of these differences and must above all else seek to
understand, without disparagement, those ideas, values, and
practices different from his own.^^

Williams contends that we must come to realize that;
Values, beliefs, and outlook on life for all groups of people center around one's orientation to the world about him....
The right or wrong and the good or bad of a situation are
functions of the value system held by the individual.

Cultural change .
a slow,

Accepting the fact that any major change is

grueling process, Zintz reminds us of the negative factors
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that work to resist cultural change—
overlapping of generations,

cultural inertia, vested interests, and the
degree of isolation.

Cultural inertia is capsulized by Michaelus and
Johnston when they

remind us of the effect of social Interaction:
Children growing up within a society tend to learn that
its
particular behavior patterns, folkways, and institutions
represent the 'right' values and that those of other societies are 'wrong' values.^®

Summary
The culture and value system of a society is an environmental

circumstance with which all individuals must interact.

That culture

and value system holds a body of beliefs, attitudes, practices,
biases, values and a general outlook on life which may conflict with
those held by a given individual.

The result may be a variety of

deterrents to psychological and educational development

— guilt,

anx-

iety, and inflexibility brought about by rejection, ostracising, cen-

sure, conflict, denial of equal opportunity, discrimination, mis-

understanding and a host of others.
The teacher is a key person in the transmission of American

culture and values, particularly if the teacher is from a middle-class
home.

Such an orientation Imposes on that teacher a responsibility

for becoming aware, not only of his own cultural perspective, but
also of the cultural perspectives of other groups.

Such awareness

will enable him to avoid faulty transmission to students and the unv/arranted imposition of his own values on the student, the latter sit-

uation being particularly inviting to conflict resulting in any of
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tlio

psycholo^;lcal and IntellcrLual

Impediments tu development noted

aljuvc.

Avoidance of conflict is good for the
mental health of teachers
in general.

It is also essential to

the building of a foundation for

good human relations.

Trying to change cultural orientation may
not be the best
alternative.

Cultural change is so slow and difficult

a

process that

It is perhaps a better choice to
understand, appreciate, and build upon

the cultural contributions of other groups.

School Setting

The school V7hich a student attends is the setting for
part of
that student

s

educational experience.

School, however, cannot be

thought of as existing independent of a social system which is
more or
less open.

As part of such a system, the school is in constant inter-

action with the elements constituting that system; and, as

a result of

that interaction, the school or system acquires given characteristics,

assumes given postures, acquiesces to given influences, etc.

The re-

sult is a set of perimeters establishing what is done and the method

and manner in which it will be done.

The overall effect is a climate

with which all who come in contact with the school must contend.

This

is the school setting.
It is a facinorous belief to hold that a student who is ex-

posed to a given school setting is the exclusive product of that setting.

l^at the student has been, is, and will be is only partially

and indirectly molded by the school.

It is the influence of the school

:
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plus an infinite number of other environmental
components that shape
the child.

Nevertheless, the student does go to school and the set-

ting of that school presents conditions of influence which
can either

promote or retard his educational and psychological development.
concern in this treatment is with influential elements

— the

Our

founda-

tions, the concept of learning, the experiences, the composition of

the school, pupil-teacher relationships, and support elements

— all

considered in the light of how they might effect the student.

Foundations

.

Foundations in this study refers to those

written and implied statements which prescribe direction for the
school

— the

school’s philosophy, objectives, goals and role.

Within the framework of a school are principles of education
expressing the basic convictions of the staff on such essential points
as the scope of the school's responsibility for the education of

youth, the nature of the educative process, the characteristics and

needs of the students whom it seeks to serve, the content and methods
of instruction, desirable types of student activities, and the outcome
to be attained.

A review of literature and research appears to viev; school

philosophies

— stated

or implied

— as

narrowly conceived, outdated and

generally lacking in compatibility between what is professed and what
is actually being done in the school system.

Zintz expresses concern

over the fact that a school philosophy and its supporting objectives

may not go far enough in meeting the needs of all children when he

observes
Many school systems have either set down their own state—

—
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merits of philosophy or carry on a routine school activity
based upon the generally accepted pattern of what constitutes a good scliool.
If such a statement of objectives
has been worked out, and it meets the expectations of the
community where it applies, it is safe to generalize that
it will implement the major values of American culture in

general.
In this text, these major values place a great
deal of importance on external conformity, acceptance of
change, and a pragmatic approach to living.
...it becomes clear that the objectives of education for
the minority groups. .must be arrived at before they (minority groups) can be expected to profit from the type of
education they are given. 99
.

When Kilpatrick discusses man's social nature, he seems to

warn us against philosophies that do not assure the student of the
opportunity to reach full stature through full group relationships.
....In fact it is only with others that one does truly live
in the family, in the community, in the nation, in humanity.
Also, only in and through socially built and socially transmitted culture do any of us live civilized lives.
....Out of one's relations with others and by their help
does each one build his selfhood. And this selfhood is in
fact compounded of both self and other components.
....Life in any full and satisfying sense involves and
.

.

.

essentially demands one's active participation with others
in the group life on terms of mutual acceptance and respect.
*

*1

nn

Deutch and Clark suggest that some school philosophies allow
methods embracing a high degree of rigidity and that such a condition

may be detrimental to learning.

They point out that differing sit-

uations require differing approaches; that inflexibility creates an

additional burden for the inner-city learner because initial failures
are almost inevitable and the whole school experience becomes nega^
^
tively, rather than positively, reinforced.
.

.
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Supporting the above position, Zintz observes that schools
rigid,
based on a standard course of study having its foundation in a

developinflexible value system offer little hope for achievement and

58

meiu

lor biiingual-b Icultural children.

That we need broadened perspective of
school philosophy is im-

plied when Bibby concludes

J

Even more Important, however, is the encouragement
of appreciation of diversity in general. There is in
the modern world
altogether too widespread a tendency to uniformity
and conformity in all things, and we are in danger of
losing sight
of the enoraous human potentiality for
idiosyncracy and originality. 103
Some seem to settle on the notion that schools which
value

uniformity and discourage diversity hinder the development of
an integrated, harmonious group life that encourages growth and
respects
freedom.

Trager suggests that we may be kidding ourselves about uni-

formity if our position is based exclusively on observed behavior of

children in the early years of the educational experience:

Children in the first and second grades sometimes like to
conform to rigid, uniform school standards. It gives them
a sense of order, organization, and even security.
Adults,
too, can feel more secure in a regimented, restricted, and
authoritarian atmosphere, particularly when it is the only
security they have ever knovm. This willingness to conform,
though perhaps temporarily satisfying, actually is dangerous
and self-defeating.
It submerges individual creativeness,
prevents development of independent thought and action, and
if permitted to become habitual, prevents the maximal development of each individual.
Trager also points out that philosophies ascribing to uniformity are not fair and that exposure to such unfairness can result in

conflict which manifests itself in a variety of personal and educational decrements:

Standards set by the school or by the teacher are easier for
some children to achieve than for others, because some come
from homes where the middle-class Anglo-Protestant standards
are identical with the school standards. These children automatically measure up to the requirements and in one sense have
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position of advantage. The others, when
caught in contiict of school versus home standards,
sometimes hide or
deny what they are, try to measure up,
and develop anxiety
or feelings of Inadequacy, or even
self-hate. 105
a

Zintz suggests that some school philosophies
fall short in

delineating the extent to which special education
services should be
employed for meeting the needs of all school
children.

He suggests

an interpretation of "exceptional child"
that would include children
of minority groups not only because of the
cultural differences but

also because of the language and experience barriers
which cultural

differences perpetuate.

He states:

"Exceptional" includes all the many types of physically
handicapped, mentally retarded, and intellectually gifted.
It includes all the emotional scars that result from either
having retardation or crippling as a handicap. It includes
those children who have personal problems that prevent them
from living with peers with confidence and happiness. These
are the ones with too much aggression, too much hate. The
too muchness" is what causes them to be exceptional outside
the range of normality.
The child whose cultural heritage is
different from that of the value system perpetuated by the
school is also an exceptional child.... 106

—

School objectives are specific aims stated in harmony with the

school's philosophy.

As tangible guidelines for the school's future

position, school objectives may or may not be representative of that

human relations orientation which reflects a disposition toward cos-

mopolitan views, a proper balance between intellectual attainment and
socialization, or a commitment to meeting the needs of all children.

Several writers have commented on school objectives and goals.

Bibby,

for example, suggests that schools which would like support for devel-

oping goals for human relations and the building of the idea of human

equality might turn to the documents of great philosophies, religions.

.
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and political institutions

.

Zlntz feels

tlial

schools, p.onerally

speaking, fail to include as a goal a presentation for understanding
and appreciation the composite character of the American population
and its consequent advantage to our civilization.

Kilpatrick and

Van Til agree that Zintz's goal is desirable and give added credence
to it by saying that such a goal, among others, is an important basic

principle in education if we are to prevent breakdowns in human relations.

Bettelheim, in addressing himself to the goals of education,

suggests a shift in priorities:
The balance between the school's goals of intellectual attainment and the socialization of the next generation must
be transposed.
Instead of closely articulating the task of
socialization with that of intellectual development, shift
the balance so that a new and higher level of socialization
becomes "core" and vocational and academic programs become
(the articulated elements)

Previously, it was stated that Zintz felt that there is a

failure of objectives to meet the expectations of the community where
they apply.

It should be emphasized that he feels that compatibility

between goals and community expectations is of particular importance
to positive human relations for schools having minority groups.

Given the composite nature of the American population as has

been pointed out, Kilpatrick's pronouncement that the schools fail to
abide by the goals of intercultural education is particularly appropriate.

(Kilpatrick's goals of intercultural education are shown in

Appendix I.)
school phiIt appears from the concern shown by writers over
that those
losophy and objectives that there is substance to the notion

t

f.1

which are improperly conceived and exercised set up a condition of
environment that can adversely affect the existance and development of
the student.

The part the school plays in society is commonly referred to as
the role of the school.

Theoretically, philosophy flows from the per-

ceived role of the school; but the relationship is seldom recognized
and stated.

Rather, people generally define the school role narrov;ly

in terms of a particular interest.

Trager, in a presentation based on

case studies of children and activities of a primary teacher, shows
interest in a role that would help young people begin to accept themselves and each other.

Such a process, she believes, is fundamental in

building good inter cultural attitudes.
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It is presumed that Trager

would not restrict such a role to the primary grades.
Similarly, Bibbv emphasizes attitude development when, in a

trontmont of the ideology of human equalltv, he appeals to the teacher
Lo work toward

mobilizing religious institutions, governmental units,

and men of goodwill to live up to their professed beliefs.

He closes

with what he believes should be the universal outlook of the teacher
Thus, wherever the teacher looks ... he sees the same vision.
That vision is of a world in vxhlch all men are eaual in human
value in which ethnic origin is an Irrelevance in considering
political and social rights.
It is the vision which we want our pupils to share.
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A pragmatic slant is taken by Kilpatrick when he claims;
in life
A different kind of education is needed, an education
Racing actual situations x^^lth appropriate thoughts
for living.
any adeand feelings and acts is necessary in order to effect
We seek here, then, a kind of living
quate education;
to allwhich will bring the fullest possible educative growth
regard, and
growth in mutual understanding, growth in mutual

....
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growth in action appropriate to such understanding
and regard.
Only such full growing from full living will
suffice to correct the evils of bias, prejudice, and
discrimination.

Bettelheim sees the role of the school ensconced in
leadership

when he contends that the school becomes the social control
vehicle for
social mobility as well as for enhancing the self respect of
deprived

minorities.

He indicates the scope of that leadership role when he

proposes that the school should be the medium wherein widespread action

— religious,

programs sponsored by voluntary organizations

recreational,

social welfare, and other community programs where Interracial objectives come together to coordinate efforts to improve interracial re-

lations

—with

involved.

a concern for the personal controls of the individuals

Finally, he states:

The educational system must set the norms of society rather
than reflect the norms of society.
Education which supplies
only factual information will be of little value, unless there
already exists in the person to be educated a frame of mind
which permits him to accept this information in line with the
intentions of the educator.
Zintz, however, not only perceives a given role for the school;

but he also shows appreciation for the basic problem of the school in

fulfilling any given role:

Education belongs to the general process known as enculturation
by which the growing person is initiated into a way of life of
But education as an institution is only one of many
his society.
enculturation agencies. Although the educator may want to cultihe is limited in his
vate certain qualities in the child
may be molding
agencies
that
other
fact
the
ability to do so by
.

.

.

the child dif f erently.

Concept of learning

.

The review of related literature and re-

search found a general feeling among the contributors that schools and
their personnel could better serve the student if more attention was
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paid to the basic principles of learning.

KMp.urick, Bibby, Zintz

and O'Reilly, particularly, were of such a
disposition.

They assert

that among professional educators there are too many
who don't know,
can't recognize, or simply ignore the principles of learning;
and, as
a consequence,

learning for the child falls to take place or, at least,

is either incomplete or faulty.

Kilpatrick and Van Til review a set of basic learning princi~
pies based on the idea that behaving is the result of learning.

(Kil-

patrick and Van Til's concept of learning is sho\^ in Appendix II.)
Actually, they are saying that failure to accept the principles of concomitant learning will result in failure to effect a complete program
of learning for the student; but they phrase their idea as follows:

Our principles of learning have shown us that we learn our
responses.
If we respond all over, we learn all over.
No
matter what a child is doing, he is in the degree he is
living it thinking about it, feeling it, and acting physically
allover about it. Any significant instance of living, and
consequently of learning, thus includes in one single sweep all
parts of the total response thought elements, feeling elements,
and movement elements.
All these elements are Inextricably
interrelated, and all are thus learned. Concomitant learnings are thus going on throughout all the waking time of active
experience.

—

—

—

Kilpatrick and Van Til also indicate that full intellectual
and psychological development may be Inhibited by the failure of many

educators to recognize that character develops through cumulative learn-

The inference can be draxra from Intercultural Attitudes in the

ings.

Making

,

their book which treats, among other things, the definition of

character, the influences of cumulative experiences on character de-

velopment and attitudes, and personality maladjustment as it applies to
intercultural education.

Essentially, the thrust of Kilpatrick and
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Van Til settles on the proposition that
adherence to the Alexandrian
nethod with emphasis on learning about, rather
than adopting the Pest-

alozian method of learning with emphasis on
learning to do

.

is inade-

quate for dealing with the intercultural
bias-tension-discrimination
problem.

Experiences.

experience,

The lines separating what is meant by the terms

'curriculum,'' and "course of study" are confusing.

To

some the terms are synonymous, but to others each refers to
a separate

and distinct element of the school program.

Much of the confusion lies

in the definition a given person holds for the term "curriculum."

As

previously explained, to this writer the term "curriculum" means the
total experience of the student resulting from exposure to the school,

intended and designed or unintended and spontaneous.

This definition

includes experiences resulting from exposure to all programs; all procedures and other documentary paraphanalia which falls under the auspices of the school; all the formally educative intercourse as presented in programs of co-curricular activities such as intersholastic ath-

letics, clubs, and student governing bodies as well as the formally edu-

cative experiences as represented in the program of studies; and the

experiences in interpersonal relations that result from contact with
other students, the faculty and staff, and a variety of other people

associated with the operation of the school.

Curriculum does not mean,

however, an emphasis on certain experiences leading to a given end, such
as meeting the immediate needs of students as opposed to developing a

philosophy of life

— that

is orientation.

As a consequence, a discus-

sion of experience, curriculum, course of study, etc. will be carried

—
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on under the single subheading, "Experiences.”

Experiences, obviously, are a condition of environment
which
can be enhancing or debilitating for the child in
the school setting.

Several writers covered in this review question both the
type and
emphasis of experiences currently being sponsored by the schools.
In an examination of some of the sources for a secondary
school

curriculum, the attitudes and practices prevalent today, and the ap-

proaches that may offer the greatest hope for the future in fostering

democratic human relations, Kilpatrick suggests that a narrow curriculum devoid of proper experiences may inhibit the intellectual, social,

moral and psychological development of students.

He emphasizes:

A curriculum based only on needs, or only on social realities,
or only on formulating a philosophy just will not do.
We cannot have learning experiences which leave out student needs and
problems for these are essential if any learning is to take
place.
Nor can we afford experiences which ignore the culture
in which we live, the social realities of our time; a grin on
an understanding of these, too, is essential if we are even to
exist in this complex society made up of what the sociologists
like to call persons-in-culture. Nor can we neglect the constant development and practice of a philosophy of life which
is crucial if young people are to have a sense of direction
rather than to drift aimlessly ....
Centers of experience for the high school students can grov;
only from the three curriculum sources, all of which interact
the needs of adolescents, the social realities of the culture,
and the democratic philosophy which gives us our sense of
direction. ^^1
,

Elsewhere in this review Kilpatrick was quoted as contending that "The
curriculum must be built on the needs and lives of particular children
„122
and groups of children if they are to learn anything from it."

Frost and Hawks agree, but they put it in another way,

"...

many

schools are organized as though it will be easier for the child to
change his need than for the school to modify its demands.

,,123
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Kilpatrick and Van Til also contend that knowledge
and respect
for the Cultural contributions of other groups
has been de-emphasized
or completely ignored in the programs of some
schools and that wisely

managed, such programs build respect for others and for
one's ovm
124
group.

According to Davis, some schools inhibit the full development
of students by presenting only a limited aspect of
American culture as

the sum total of the curriculum;

The present curricula are stereotyped and arbitrary selections
from a narrow area of middle-class structure. Academic culture
is one of the most conservative and ritualized aspects of human
culture
For untold generations, we have been unable to
think of anything to put into the curriculum which will be more
helpful in guiding the basic mental development of children than
vocabulary building, reading, spelling, and routine arithmetical
memorizing. 125
.

.

.

The work of Ullbarri includes the implication that most school

curriculums are geared to the teacher's middle-class, Anglo values and
therefore equal educational opportunity is denied minority group children.

126

More input on the effect of culture and values may be gained

from a review of the section titled "Culture and Values."
In a book resulting from the Seventh Session of the General

Conference of Unesco prepared to help teachers by providing scientific
information on which sample teaching about race must be based, Blbby
presents material having relevance in all areas of the curriculum.
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Elsewhere in the book Bibby suggests that fear of dealing with material

wherein minority groups may appear in a discreditable light may interfere with student development and restrict curricular experiences:
But literature is a mirror held up to life; and, if the image
is at all distorted, it is more profitable to examine the rea^
sons for the distortion than to try and hide the mirror.

—
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Bibby warns that such avoidance behavior deprives teachers
of

a

means of enriching their pupils' human relations In
general and racial attitudes in particular. Fiction, biographv, and drama may be potent means of sensitizing young
people to the varieties of human character and experience,
thus making it easier for them to enter sympathetically into the experience of those different ethnic and cultural
groups 129
.

.

.

.

Bibby also presents for teachers a foundation on which to build
a concept of race when dealing with young students, motivated bv what

he calls muddled ideas about the word "race," another situation which

may inhibit proper student development
.
.
because inexact use of language encourages inexact ideas
of all kinds, and (it is through Inexact ideas) that mankind has
been led into racial prejudice and discrimination. Intolerance
and cruelty and exploitation are things too ugly to be willingly
accepted by most decent people; they have to be wrapped up in an
ideological dressing which will disguise their ugliness, and muddled ideas of race have often provided such a dressing. 120
.

As was pointed out in the section treating philosophv and objec-

Mvrs, Ribbv believes in
Mgciiient

and ap|U'ec

(

al

I

a curriculum that is reflective of an encour-

on of diversity in general.

That schools fail to provide through the curricular experiences
for children a pervasive emphasis on new Imperatives such as concern
for human relationships within the established subject matter is evi-

dent in the work of Van Til.

Van Til suggests that pervasive emphasis

on new imperatives V7ithin established subject matter can be attained

when two conditions are present; that is, when sensitive and guidance
minded teachers of any subject help youngsters develop democratic attitudes in class and out and when the established subject matter is

adaptable to illiiminating intercultural relations.

On the other hand,

Van Til contends, pervasive emphasis on intercultural relationships

.

within traditional subjects is most likely to fail when teachers of
any subject neglect guidance and disregard attitude formation and when

subject matter is so remote from racial, religious, nationalitv, and

social-economic affairs that the content of a course has to he tvTisted
to the point of ludicrousness to relate it to intercultural education.

1 "^1

Zintz relates shortcomings of experiences and curriculum to

improper regard for certain groups.

Essentially, Zintz

x-jould

approve

a broadening of the experiences of children through curriculum to ex-

tend to what would nresent meaningful experiences for all exceptional

children, the culturally disadvantaged as well as the mentallv and

ohysically disadvantaged.

He supports the position bv observing that

schools based on a standard course of studies having a foundation in a
rigid, inflexible value system offers little hope for achievement and

development for bilingual-bicultural children.

13 ?

If Hvrae's charge that some schools and their personnel are un-

willing to explore honestly the area of human conduct and values has
curriculum implications, it is evident that he has some content interests
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Coleman et al reported that differences in curriculum produce

differences in the achievement of children.
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It is the feeling of

this writer, resulting from the review, that most related literature
I

con
and research supports the Coleman et al position and that, as a

modisequence, most vrriters and researchers would nresent curricular
experfications reflecting the above suggestions for broadening the

iences for children.

School composition.

Any discussion of the effect of environ-
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ment on the existence and development of an
individual in the educational setting would be incomplete without a
consideration of school

composition and its consequences.

School composition simply means the

make-up of the school in terms of numbers and types of
children enrolled.

"Types” of children means background— social class, ethnic,

occupational, family, home, neighborhood, etc.

The rationale for a

consideration of school composition is that the make-up of the school
is a condition of environment having distinct consequences on how a

student will "fare" in the educational setting.

Prior to consideration

of other items, it should be pointed out that the RIPS report and the

NYSED report state that the public schools are attended by

a white stu-

dent population that is less well-off economically than the total white

student population due to drain-off of wealthier students to private
schools.

The situation is significant to this discussion because econ-

omics is basic to social status; and social status, as it relates to
the composition of a school, exerts influence on student existence and

development,

‘it

could well be that such a situation motivated Sexton

to observe:

The weight of evidence seems to be that nowhere in a stratified
society are equal opportunities open to all people. In the
school, as in the world at large, opportunities are usually open
to students or closed to them in accordance with their social
The higher their position, the more opportuniclass position.
Or to put the formula another way: the more
ties they have.
students have, the more they get in school and in life.^^^

—

Studies dealing with the types and numbers of students enrolled
in a school have been made because of their relationship to factors

shaping school success for students.

Both Coleman et al and RIPS report

that differences in the racial, ethnic, and social class composition
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of the school produce differences in the achievement
levels of students,

particularly for monority group students.

They also report that the

effect relates increasingly more strongly for certain minority group

students with advancing grade level. 136
In a study allowing for individual differences and personal

background, neighborhood context and mental maturity at the time of
school entry, Wilson concurs with Coleman et al and RIPS that variation
in elementary context (social class composition of the school) makes
a substantial and significant difference in subsequent academic success

at higher grade levels.

The Wilson study, when confining Itself

strictly to racial composition, found that given similar social class
composition, the racial balance of a school has slight (or no) bearing

Wilson further concludes that

on the academic performance by students.
the social class composition of the school

.

.

.

affects the academic

development of both Negro and white students in either racially integrated or racially segregated situations.
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Sullivan made an investigation of the effect of school composition on the achievement of Black students.

He concluded that any posi-

tive association between the proportion of white students in the class-

room and achievement for Black students generally does not appear to be
present or meaningful from a practical point of view until the propor-

tion of white students exceeds 50 percent.

He further observed that it

planning
is likely that the Black proportion indicated as desirable for
other
the integrated school would expand or contract depending upon

academfactors such as level of social class background, ability, and
the majority
ically related attitudes of both minority Black groups and
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white groups.

It appears that the study indicates that integration

generally facilitates educational development among Black students

when the Integrated white student group is in quite a majority.
0"Reilly, in reporting on a review of a group of studies, indicates that one study provided indirect information about the effect of

social class composition.

He indicates that there is a tendency for

Black students in integrated schools with a high social class composition to do better than Black students in an integrated school with a
lower social class composition.
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A previous section of this review titled "Background Factors"
provides additional information relevant to school composition and the
effect of certain factors on abilities and characteristics conducive to

success in school.

A simple calculation of the number of students in

the school having a given background factor or combination of factors

should provide an estimate of the magnitude and type of problem which
a given school may encounter.

The previous section titled "Culture and Values" also has im-

plications for school composition.

A student body with a given cultur-

al orientation and set of values in juxtaposition to an individual or

small group of another orientation and set of values may make considerable difference to both groups, to say nothing of the ramifications in
the teacher-pupil relationships.

The previously mentioned studies of

Spindler, Ulibarri, Zintz, HARYOU, Rosenthal et al

,

Clark, Fantini and

Weinstein, and Leacock would seem appropriate for review for additional
input relating to school composition.

A student body with diversity of

cultural orientation presents special problems for the school.

;

.
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^

teach er relationships

.

VThen

the environment of the

educational settinR is discusaed, usually mipi 1-teacher
relationships
are cited as an environmental circumstance contributing to
a decrement
in student experience and development in particular and poor
human rela-

tions in general.

Pupil-teacher relationships are a result of how the

school and its personnel treat the thinking, feeling, and acting of
the student; and it is the auality of this relationship that often

makes the difference between success and failure in terms of growth for
the student.

Kvaraceus appears to phrase a crucial task of the school

V7hen he says

... to strengthen the school as an ego sunporting institution is to improve the internersonal relationships between
teachers and students
It is with the teacher

—more

than anyone else

— that

the student

interacts in the educational setting, and it appears to be in the nature
of the teacher-pupl
i'i‘

1

"task" that problems are compounded to effect a

Instniu-e of l>rcakdown

1 ii

human relations In the classroom.

It

is at the classroom level that all conceivable differences gather; and

it is at the classroom level that greater effort must be made to med-

iate these differences.

Differences can be conflict-eliciting and re-

sult in anxiety, hostility, and other forms of deviate behavior

negative in their Impact.
ation

— cultural,

Differences are vnrapped uo in a given orient-

value, socio-economic, ect.

attitude, perspective, etc.

— all

— and

are manifest in bias,

This section of the review attemps to il-

luminate the interaction of these elements as they relate to the student
and the teacher.
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We are reminded by Mlchealus and Johnston and Warner et al
that many teachers, as children, grew up within a given societv having

particular behavior natterns, folkways, and institutions

^-Thich v;ere

perceived as the "right" values, thus making those of other societies
"wrong" values.

At times this belief is internalized to the extent

that these values are believed to be God-given.

by Reissman, Warner et al

,

We are also reminded,

and Zintz, that teachers, generallv, grew

up with a middle-class background and, therefore, are ouite likely to

have a middle-class orientation which harbors associated middle-class
drives.

The review of literature and research, generallv, supports the

notion that it is such a background that presents an environmental
situation that has high potential for generating many conflicts between
the students and the teachers.

Michaelus and Johnston indicate that teachers who foster the
belief that their values are "right" cause conflict;
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Warner et al

tells us that Inability of teachers to distinguish the basic democtatic

values of our societv from the host of lesser class-bound values which
are not a necessarv part of the public education program causes conflict;

and Reissman suggests that middle-class life stvles vrhich

often result in systematic discrimination against lower class learners

promote conflict.

Warner and Havighurst indicate that noor pupil-

teacher relationships may result from the fact that the teacher

s

value

result in
system, which is likely to be middle-class oriented, mav
and outfrustration and dissatisfaction in children whose backgrounds
is unaware of his
looks are unlike his own, particularlv if the teacher

144

value systems.
bias and cannot understand and appreciate other
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Zintz believes that the cultural values of
teachers inadequately pre-

pare them to understand dissimilar cultural values
because these teachers usually come from a home where the drives for
achievement and suc-

cess are high.

Such drives may often be in conflict with the beliefs,

values, and views on education of some of the students.

Zintz also

reminds us that a climate for healthy relationships is not prevalent

when schools and their personnel promote the idea that children coming to public school must become oriented to certain values emphasized

in the dominant culture, such as competitive achievement, time orientation, scientific rationale, change, aggressive, competitive behavior,
and control of one’s own destiny. 146

Zintz also contends that a middle

class orientation is subject to Judeo-Christian influences and biases
and that teachers having such an orientation may end up in conflict

with students because they unwittingly attempt to impose those influences and biases on students who are not disposed to a type of control

which results in guilt feelings, ostracizing, anxiety, and stubborn
adherence to an outmoded dogma.
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Zintz would suggest, finally, that

the middle-class orientation of teachers promotes among teachers the

conflict-laden attitude that what is needed is a forced repudiation of
the past in those who hold different values and views.
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In short,

there is general agreement that the orientation of the average American

teacher limits recognition of cultural diversity.
If the teacher, as Brophy and Aberle suggest, can’t recognize

that students from other cultural settings may have an entirely different view of the world

if teachers, as Wax and Thomas suggest, can t

refrain from influencing, interfering, and compelling in ways and in

f
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areas that the student feels is not germane to the teaching
role;^^^
if

teachers, as Zintz suggests, can’t appreciate the difference
between

themselves and their students or cast off the idea that a foreign
back-

ground means inferiority rather than dif f erence;^^^ if teachers, as

O’Reilly suggests, can’t boost their general knowledge about culture
and living conditions;

and if teachers, as Ulibarri and Spindler

suggest, can’t increase their effectiveness in the education of minority groups by increasing their awareness of socio-cultural differences
as they affect the education of given minority groups; 153 then, accord-

ing to a consensus of writers and researchers, it can be expected that

harmony and concord will not pervade the relationship between the pupil
and the teacher.

Punctuating the literature and research, stated or implied, is
a

virtual galaxy of notations reflective of conflict situations or anx-

iety-inducing attitudes, beliefs, conditions, etc. that could inhibit
sound student-teacher relationships.

It would be a Herculean task to

list them all, but among those general areas most frequently mentioned

were failure of schools and their personnel to remember that in many
cases the majority of the children come from lower-lower and upper-lower classes and that each class has a set of value orientations which

corresponds to its everyday practices or life-style; criticism of student behavior v/hlch is strange or unfamiliar to the teacher; the idea
that all people react to an unfamiliar or dangerous situation in the

same way; the idea that all children have the same orientation, the same

environmental conditions conducive to doing good work, the same view of
temporal
education, the same motivation, the same aspirations, the same
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orientation, the same ability, the same Interests,
the same needs, the
same health, the same background, and the same this,
that or the other
thing; the idea that all children can be worked with in
the same way;
and the Inability of many teachers to look with maturity upon
the atti-

tudes and beliefs of students.
The review of literature and research indicates that some

writers have found sufficient unawareness of reality to give emphasis
in areas that might be considered common knowledge in the educational

profession.

Thus, Warner et al make a point of showing the ways in

which children are not equal;

^

Zintz makes a point of putting down

the idea that children from different ethnic groups are incapable of

learning

and several writers and researchers felt compelled to

emphasize that culture, values, attitudes, etc. are not biologically
transmitted.

If their motivation for such emphasis lies in evidence of

Ignorance gathered among school personnel, it can easily be seen why
student- teacher relationships might become strained.
It is also a bit startling to discover research which tells us

that some school personnel feel that a lack of innate ability rather

than an inadequate school system is responsible for the inability of

minority group students to achieve desirable goals and ultimately fail
to become productive members of society; yet, the Anderson and Safar

study, dealing with Spanish-American and Indian students who were com-

pared with Anglo students, revealed that this notion was almost

mous on the part of school personnel.

unani-

Anderson and Safar note that the

feeling persisted even though the school program in no way attempted to

compensate for the educational disadvantage of the minority group child-
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ren.

They conclude that such a situation suggests that schools may
be

perpetuating the stereotype that these minorities are little interested
in education, come from families that value education little, come from

homes that do little to assist or support children's school efforts,
and that the parents are content to live as wards of the government.

A worse value being learned may be that of internatizing the feeling of
being inferior among the minority group youngsters, thereby creating
an insidious negative climate for these children.

Bibbv, Zintz, and

O'Reilly also contend that there are still school personnel that foster
the belief that differences that exist between cultural groups is attri-

butable to innate intelligence.

It would appear to this writer that

misconceptions such as these are fertile soil for the germination of

many seeds of discontent between the student and the teacher; the consequence?

Conflict

There are

I

fevr

things that are more disconcerting to students

than to have the teacher verbalize one position and then behave in a

contrary manner.
crepancy.

High school students are quick to pick up this dis-

Van Til reports that this is just what happens

X'jhen

some

schools and their personnel claim that they are "neutral," that "human

relations is none of their business," and then turn around and contradict those claims bv concentrating on conveying traditional content

through formal methods which prescribe that mastery of a fixed quantity
of subject matter and maintenance of teacher-enforced discipline at the

expense of the human personality.

At least a balance between the two

considerations should be reached if one is to consider himself truly
neutral.

into
This type of hypocrisy may arouse tensions that flare

—
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pup

i

1

-t ('achrjr conflict'.
It Is the contention of Hyities that there, must be
vrlllingness

on the part of the teachers and the schools to provide for
those indi-

viduals who need a little more than average attention.

Recognizing

that prohibition of activity in the home may introduce to the school

setting a child of little faith in himself, such a child must be pro-

vided with an opportunity for success, approval, belonging, achievement, friendliness, warmth and approbation.

To these children the ord-

inary or expected behavior code may not apply, and there must be

a \d.ll-

Ingness on the part of teachers to blind their eves to faults and to

recognize that these children have pressures which make them
faults.

shov?

many

As Hymes says:

The school will have a different concept of what is good
behavior, ''^or sometimes, from the child’s standpoint and
because of the grovring he has done, good behavior means running, shouting, pushing, noise.
Schools cannot remain a
suppressing force in children's lives and at the same time
Iniild for sound
education on the basis of fullv satisfied
per sonnl li es
And Instlv, the school will have teachers
who are emotional Iv readv to go out
vrarm persons themselves
to children, unplagued by fears that children will take advantage of them or become spoiled, undisciplined, and unable to
draw the llne."^^^
.

I

.

.

....

—

Without such a position on the part of the school and the teacher, pupil-teacher conflicts with certain types of students may be ex-

To repeat the words of Bettelheim and Janowitz, "Education for

pected.

better

.

.

.

relations must reach deeper levels than can be touched bv

factual information.
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Of course, the people who feel that thev are free of preiudice,

along with those who feel that acculturation doesn't have to take
conflict.
place, are walking blindly down the path toward teacher-pupil

—

A look at statistics, population figures, and the literature indicates
that such attitudes are unrealistic; and they also prevent a sharing of

values to be derived from the acculturation process.
Zintz also indicates that conflict can result from the failure
of school personnel to understand the negative factors that work to

resist cultural change among students of a given orientation.

Children of

a

given culture are subject to the overlapping of genera-

tions, cultural inertia, vested Interests, and a given degree of

isolation which all vrork together to bind them into their given culture.
An unwillingness to set up programs to un-freeze the elements that bind
and an impatience over the time factor results in conflicts.

To assert that poor pupil-teacher relationships are attribut-

able exclusively to certain teacher characteristics, the ideas and

beliefs vrhlch some teachers hold, and poor teacher behavior is unrealistic.

Techniques and practices employed and other relationships like

the spin-off from philosophy, curriculum, activities, services, facilities, organization, instructional methods, procedures, and faculty and
staff in general

— all

functioning under the auspices of the school

can produce student frustrations and anxieties which are vented on the

handy teacher.

Trager's comments on the practice and consequences of

establishing hvpothetical standards which are applicable to all child-

ren have been noted.

Continuing with some outgrowth of rigidity,

schools and
Trager, supported by Bibby and O'Reilly, suggests that some
of regimentation,
their personnel feel that they must offer the security

restriction, and authoritarianism.

Research indicates that in some

be desirable, but
instances in the earlier grades such a practice may

.

:.
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to continue the practice can be disasterous.

Tracer contends;

Schools that discourage uniformity and value diversity help
to develon an integrated, harmonious group life that encourages growth and respects freedom.

Needless to say, operation of present-day secondary or late

middle schools on a suppressive basis would produce a relationships
battleground
Frost suggests that organization may produce conflict when he
says

many schools are organized as though it will be easier
for the child to change his need than for the school to modify its demands.
.

.

.

Trager's statement concerning the placing of a child in the

position where school standards and parental standards conflict recommends the statement of Bennet and Coombs, "The education of
children and

.

go together."

.

.

.

.

.

adults, including the parents of the children, must

Such a statement emphasizes that conflicts leading to

poor relationships may arise from a lack of conferring.

To Bennet and

Coombs, conferring includes successful education within the context of

parental understandings, expectations, and aspirations for the stuj
dent
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Wilson and Deutsch indicate that failure to succeed in school
results in situations that can elicit conflict.

Wilson states, "Fail-

ure to succeed in school weakens students* bonds to established institutions and social norms, freeing them to engage in delinquent activity.

room.

That so-called delinquent activitv may flare up in the classon
Deutsch, in pointing out how inflexibility creates burdens

students, says.

"...

initial failures are almost inevitable and the
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school experience becomes negatively rather
than positively reln„167 ^
rorced.
it can be inferred from such a statement
that students
,

can become disenchanted with school and that
those who become so will

seek alternative activities not necessarily on
the school agenda, a

situation that may create pupil-teacher problems.
The ramifications of a practice noted by Kilpatrick are
not

limited to conflicts between teacher and student, but they
may take

place there as well as any place else.

According to Kilpatrick, the

often practiced technique among school people of promoting action on
the basis of custom, habit, or impulse rather than on the basis of

thinking fails to condition students toward a proper regard for others.

He concludes by saying:
Only through action founded in thinking can we hope to obtain
effective growth
Only on this basis can we hope
that the individual and the group will properly treat all others
who are affected by their acts.^^^
•

•

•

.

.

.

Although the consequences of such a practice are not immediate,
the foundation for conflict has been set.

Kilpatrick, agreeing with Trager in support of diversity as
against uniformity, indicates that its application to curriculum can

stave off conflict resulting from frustration over lack of success in

satisfying needs when he claims:
The curriculum must be built on the needs and lives of particular children and groups of children if they are to learn
anything from it. 1^9

Also on the subject of curriculum, Kilpatrick sees the practice
of restraining knowledge

and respect for the contributions of other

groups as a source of eventual conflict.

The position is based on the

idea that such a practice falls to build respect for others as well as

—

:
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respect for one's own group.

Most flagrant conflict can be assoc-

iated with a lack of respect for those with
whom one is in conflict.

Kilpatrick and Van Til, as was mentioned previously,
indicate
that a choice of good technique over what makes
students feel good is

fallacious because good technique does not concern itself with
selfesteem and confidence in one's ability to do good things.

Suffi-

cient research supports the idea of self-fulfilling prophecies
to con-

clude that the student who has a negative self-image fed by low expectations of others will probably negotiate a conflict situation for himself.

Good relations must ascend to a higher level than that of being

desirable but not necessary, Kilpatrick and Van Til profess.

Until

such time as relationships are assigned a higher priority in the
schools, sub-par relationships between all levels of the school organ-

ization will persist.
The evils of bias, prejudice and discrimination hang on to

work a decrement in relationships because, according to Kilpatrick and

Van Til, schools and their personnel continue to be single method- and
media-bound
Merely to learn from books in order to recite to teachers
will by no means bring the needed conduct effects. At best,
success in mere book learning builds the mind only; ....
A different kind of education is needed, an education in life
for living.
Facing actual situations with appropriate thoughts
and feelings and acts is necessary in order to effect any adequate education .... We seek here, then, a kind of living
which will bring the fullest possible educative growth to all
growth in mutual understanding, growth in mutual regard, and
growth in action appropiate to such understanding and regard.
Only such full growing from full living will suffice to correct
the evils of bias, prejudice, and discrimination.
Granting the fact that racial prejudice and discrimination are

conflict-producing attitudes, Bibby suggests that practices which con-
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firm pupils' ideas of ethnic inferiority through a concentration
on
the ways in which other peoples

differ from their own/^^ and which

encourages inexact ideas through inexact use of language,

will per-

petuate prejudice and discrimination, thus also perpetuating conflict
and a reduced quality of human relations.

Like Kilpatrick, Bibby also

believes that undue restraint in certain activities promotes rather
than demotes conflict and poor relationships.

In particular, Bibby

points out that avoidance behavior relative to presenting material

which projects a minority group or member in a discreditable light
deprives children of a means of enriching their human relations in general and racial attitudes in particular, desensitizes them to the varieties of human character and experience, and makes it more difficult

for students to enter sympathetically into the experience of those of

different ethnic and cultural groups.

Such a contention is closely

allied to that of Hymes, who believes that willingness of schools and
their personnel to explore honestly the area of human conduct and val-

ues inhibits positive human relations.
It appears from the literature and research, then, that given

practices and techniques can generate environmental conditions, situations, etc. which not only affect the existence and development of
the individual directly but also promote less healthy pupil— teacher

relationships indirectly.
Expectations have been alluded to in several areas of this
with
review, and it can be guessed that expectations also interfere
good pupil-teacher relationships.

The research of Rist, Clark, and

conflict may
Rosenthal, alhng with the HARYOU report, indicate that

8A

arise when teacher expectation and pupil
performance are incompatible
and when student performance (regardless of
student aptitude and

ability) fulfills the negative expectations the
teacher holds for the
student.

Deutsch, on the other hand, points out that confused

expectations by either student or teacher may lead to dif
f iculty.
Splndler suggests that faulty transmission may result in the
same
180
situation.
Conflict resulting from failure of students to meet the ex-

pectations of teachers may be the result of failure of teachers to

recognize the impact of "cultural shock."

"Cultural shock," according

to Elam, may be experienced by the bilingual child when he is placed

in an environment in which his security is shaken to the point of

emotional upheaval which results in maladjustment toward school or his

home environment.
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This writer senses that what Elam says for the

bilingual child is perhaps mildly true also for children in other situations having a tie-in with the texture of the home and family background; particularly as that background affects such things as level
of aspiration,

sense of control, achievement motivation, learning abil-

ities, temporal orientation, life-space, and values.

Much space has been devoted to the situations and conditions
that prompt conflict between the student and the teacher.

Behind the

situations and conditions could be seen certain teacher characteristics which might provoke conflict.

It would seem appropriate to dis-

cuss at this time, then, those teacher characteristics that seem to

help mediate or avoid teacher-pupil conflict.

Considerable literature

and research has focused on this issue, pointing out desirable teacher
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characteristics as well as the resulting effect of those
characteristics on the student.

On the subject of desirable teacher characteristics, Gage
de-

lineated five desirable teacher behaviors on the basis of the correl-

ational or experimental evidence of their relationship with desirable

outcomes or aspects of teaching.

The five desirable behaviors are

warmth, cognitive organization, orderliness, indirectness, and ability
to solve instructional problems.
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Ryans, also in a study of desir-

able teacher characteristics, found that warmth and friendliness were
Jenkins and

two teacher characteristics which students value.

Llppit confirm Ryans’ observations and add that power and control were
a persistent aspect of the teachr-pupil relationship.
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Several researchers not only point out desirable teacher char-

acteristics but also note the effect.

Aspy found

— in

investigating

the relationship between warmth, empathy and genuineness with student

reading achievement
and gc'nuinonesH

l\ail

— that

teachers ranking highest in empathy, warmth,

significantly greater achievement than students

under teachers ranking low in these variables.
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In a study that

compared the level of teacher empathy, warmth, and genuineness with

changes in children’s performances, Truax and Tatum found that a high

degree of empathy and warmth was significantly related to positive
.
change in children’s school performances and social adjustment.
.

,
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Johnson has demonstrated that positive, directive, and approving verbal communication with pupils ensured a greater degree of compliance
to requests and directions by learners when compared with negative,

non-specific, and reproving directions or requests.
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In a similar
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study Anderson demonstrated that the teacher’s
classroom personality
and behaviors influenced the behavior of children
she taught.

Teach-

ers who used dominatlve techniques produced in their
children aggres-

sive and antagonistic behaviors which were directed at both their

teachers and their peers.

On the other hand, those who used socially

integrative behaviors appeared to facilitate friendly, cooperative,
and self-directive behaviors in the children.

Those with a bicultural interest contributed further characteristics which were desirable for teachers to possess.

Spindler points

out that teachers who have the ability to avoid antagonism or conflict

resulting from cultural differences between the teacher and the pupil

may stimulate young people to achieve higher status

— to

realize more

of their true potential through education and experience.
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By con-

trasting styles, behavior, and attitudes of given teachers, Kilpatrick
and Van Til emphasize characteristics which may promote or demote stu-

dent development.

Emphasizing Democratic human relations, they indi-

cate the following as desirable: a willing ear for student's trials
and tribulations; a warm heart and willingness to depart from a subject

matter emphasis; friendly guidance; a willingness to be flexible in
instruction and to pursue a proper balance between skill and appreciation

— this

applies particularly to teaching languages; ability to

interpret or communicate distant, seemingly unrelated and irrelevant

material as far as how man deals with man into terms that seem relevant
and understandable to students; willingness to treat realistic prob-

lems and needs of youth having all kinds of interests, capabilities,
and aptitudes; willingness to devote personal time to children when
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it Is needed.
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Zintz points out that a teacher working in a

bilingual/bicultural situation must understand that:
The life style of the family, beyond the handicap of
language, has incorporated many cultural practices and
beliefs unfamiliar to the typical school teacher: limited
life-space, absence of books in any language in the home,
belief in the supernatural to solve those questions where
information is lacking, reverence for the old, and acceptance of family ties rooted in a foreign culture and language.

To teach
the child successfully, the teacher must be
cognizant of these differences and must above all else seek
to understand, without disparagement, those ideas, values,
and practices different from his own.^^^
.

Motivation

.

.

.

Considerable research has been done on motivation.

The school or educational setting, along with many other factors, can

contribute or withold much that provides an incentive for students in
pursuit of development in all its dimensions.

Deutsch concerns him-

self with the influence of environmental factors on both motivation
for learning in school and the child’s ego status concerning his own

possibilities rather than on learning per se.

Deutsch’ s study is im-

portant because there is evident need for comparable research studies
to analyze the social distance between the child and his environment,

on the one hand, and the teacher and the middle-class orientation of
the school on the other.

The purposes of Deutsch’ s study were to in-

vestigate the existence of special problems in minority group education and to provide increased understanding in social and behavioral
tol
factors as they relate to the perception of the self, frustration,

erance, group membership, and rate of learning.

The study also at-

personal
tempted to determine how social stress affects motivation,
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aspiration, concept of self, and how it differentiates the minority
group child from the majority group child of similar background.

Negro children in Deutsch

s

The

study came from an Impoverished area where

social rejection, high rates of family breakdown, chronic economic

anxiety, and low aspiration level were prevalent.

Deutsch found that

these children lacked persistence when the task was found to be dif-

ficult, lacked preparation for the school experience, and had a neg-

ative self-image relating strongly to being Negro.

One of the conclu-

sions he draws from his study shows the relationship between environ-

mental circumstances, personality, and performance:
The lower-class child, and especially the lower-class minority child, lives in an environment which fosters self-doubt
and social confusion, which in turn serves substantially to
lower motivation and makes it difficult to structure experience into cognitively meaningful activity and aspirations.

Zintz and O’Reilly suggest that emphasis and energy should be
spent in finding a new system of motivation for children.

Support elements

.
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Support elements refer to approaches, methods

and techniques utilized in the school setting.

influence the development of the individual.

Support elements do
It seems, however,

that

the literature and research implied rather than stated approaches,

methods, and techniques that might be considered appropriate for continual growth in the individual.

definite biases in this area.

A few, nevertheless, did reveal some

When the subject of this review is con-

sidered, however, it would seem natural that a human relations approach

would be pervasive; it was.

Van Til supports an approach emphasizing high consideration
process.
for what happens to the human personality in the educational

—

—
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He notes that some schools and their personnel
claim that human rela-

tions is none of their business and that they are
collectively and

individually neutral on many vital issues, such as the balance
that
should exist between concentration on the personality and concentra-

tion on subject matter.

Such "neutrality," Van Til claims, is incon-

sistent with on-going practices which prescribe competition, appeal to

personal ambition and victory over others rather than co-operation
and group process; prescribes a miniature authoritarian state rather

than a sharing process; and prescribes memorization, conformity, and

passive acceptance rather than use of Intelligence. 19S
In commenting on the use of measures to assess differences,

O'Reilly states, "Educational programs for disadvantaged children must
take into account much finer differences than those obtained from gross

measures of ability represented by the traditional I.Q. test."^^^
Trait development, self-esteem, multi-media, and method are

emphasized in Kilpatrick's writing.

In observing that some schools

and their personnel promote action on the basis of custom, habit, and

Impulse and in concluding that such behavior impedes the growth and

development of children, Kilpatrick contends that the teacher must
instill in the student the habit of learning on the basis of thinking,
for

Only through action founded on thinking can we 'hope to
Only on this basis can we hope
growth
obtain
that the individual and the group will properly treat all
others who are affected by their acts.^^^
.

.

.

....

Such an approach appears to be compatible with one of his basic principles of inter cultural education in which he states that teachers

must build in the child the

—
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habit of acting on the best that he has found,
of
living up to the highest insight that he
can gain through
searching.
To build this trait effectively ig to
follow
the moral path of duty.^^^
.

.

.

On the subject of techniques, Kilpatrick and
Van Til maintain that—
Unless the pressures on children are softened by
an understanding of what makes children feel good, it will
matter
little if smart teaching techniques are used
Unless
his total schooling and his total living build up in some
particular child a sense that he is an important person
capable of doing many good things, that child inevitablv
must remain a poor bet in his intercultural behavior.
.

.

.

Also on the subject of technique, Kilpatrick (supported by Bibby
on
this point) accuses many teachers of media myopia:

Merely to learn from books in order to recite to teachers will
by no means bring the needed conduct effects. At best, success in mere book learning builds the mind only; too often the
practice gives mere wordiness, mere vandalism. A different
kind of education is needed, an education in life for living.
Facing actual situations with appropriate thoughts and feelings and acts is necessary in order to effect any adequate
education
We seek here, then, a kind of living which
will bring the fullest possible educative grov/th for all
growth in mutual understanding, growth in mutual regard, and
groxA^th in action appropriate to such understanding and regard.
Only such full growing from full living will suffice to correct
tlio evils of bias, prejudice, and discrimination.

....

Kilpatrick and Bibby are also in agreement on method.

Each subscribes

to the theory of learning to do rather than learning about

.

The prevailing thought of most writers and researchers reviewed
is echoed by Bettelheim and Janowitz when they say, "Education for

better ethnic relations must reach deeper levels than can be touched
by factual information."

The statement encompasses most of the impll-

cations of the writings and research presented in this review.
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Commenting on the place of parental involvement, Bennet and
Coombs recommend a well-known but seldom used approach when they say,

"The education of

.

.

.

children and

.

.

.

adults, Including the parents

91

of the children, must go together.”

Although the reference is to the

education of Indian children, it re-emphasizes
the general notion that
children cannot be successfully educated out of
context with the understanding, expectation, and aspirations of their
parents for them.^®^

Trager decrys the technique of establishing hypothetical
standards of expectation which are applicable to all children
because such
a technique may develop in the child the feeling of inadequacy,
anxiety,

or even self-hate.
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Blbby deplores a technique often practiced by schools and their
personnel: that of confirming pupils' ideas of ethnic inferiority in a

praiseworthy effort to inject interest and romance into their lessons
by concentrating unduly on the ways in which other peoples differ from
i-K

•

thexr own.
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Those writers who chose to comment on learning materials suggest that many materials are out-of-whack with values, beliefs, and

needs of students.

The general impression seems to be that books of

the publishing companies may prevent the proper development of individ-

uals toward positive human relations and other dimensions of growth

through omission, inclusion, slant, or implication.

A contrast in beliefs and values presented in learning materials with those of the student may establish a condition of environment

which is not conducive to proper development in children.
this condition a study by

Eward

To emphasize

and Mitchell comparing the beliefs and

values of a well-known basal reading program with the values and beliefs learned in the culture of the Navajo child.

shown in Appendix III.)
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(The contrast is
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Bibby coimients on the limitations of
textbooks and the mis-

conceptions created by books when it comes
to racial issues:
Unfortunately, the textbooks used in the
schools do not consider questions of this sort: more often,
they tell whatever
rebounds to the credit of the country in
which they are written
On objective teaching of history can exclude
consideration of
the enslavement of Africans and the
exploitation of Asians by
the powers of Europe; nor, if it is to
avoid one-sldedness,
can it fail to indicate that in earlier days
Africans enslaved
each other, and Asians exploited Asians. The
good teacher will
not allow himself to be circumscribed by narrowly
national
books
Geography books, too, may be misleading. Not
uncommonly they imply, and in some cases explicitly
state,
that one so-called ’race' is superior to another.
The
teacher owes it to his pupils to correct the errors and make
good the deficiencies of any books which offend in these
ways,
exactly as he would if his chemistry or mathematics textbooks
were similarly deficient
Nor is it only the text that
may mislead in this way: the camera can lie very effectively
if its lens is suitably pointed.
•

....

.

.

.

....

In the literature and research which this writer surveyed,

Coleman et al chose to comment on or study school facilities as a com-

ponent of the school setting having an impact on the development of
the student.

Coleman et al report, simply, that differences in facil-

ities produce differences in the achievement of the students.

Summary

What the student has been, is, and will be is partially and
indirectly the work of the school setting.

There are many factors in

the school setting which may have a detrimental effect on the educational and psychological development of the student, among which are the

foundations of the school, the prevailing concept of learning held by
the school, the experiences offered by the school, the school composition, the system of motivation used by the school, and the quantity
and quality of certain support elements provided by the school.
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The foundations— philosophy, objectives,
goals, and role, pro-

vide direction and a basis for evaluation.

A survey of the literature

and research indicates that school philosophies,
generally, are narrowly conceived, outdated, conimitted to rigidity as
opposed to flexibility,

and lacking in compatibility between what is professed
and what is done;

that school objectives and goals fail to balance intellectual
develop-

ment with socialization, fall to meet the expectations in the community
in which they apply as well as the world community, and fail to meet

the needs of all the students; and that the school role falls short in

helping the student to accept himself and others, in helping the student develop proper attitudes, in helping the student toward full educational growth, in mobilizing extra-school agencies and institutions
toward accomplishment of a common goal, in providing leadership, and
in contributing successfully to the enculturation process.

There is general agreement in the literature surveyed that
experiences should center on helping students meet needs, understand
social realities, and formulate a philosophy.

Although the literature

surveyed reflected a bias for each contributor, there was general agree-

ment that the activities sponsored by the schools either promote emphasis for only one of the experience centers or seriously neglect all

three centers to the extent that the intellectual, social, moral and

psychological development of students is being jeopardized.
The literature and research on school composition generally

substantiates the hypothesis that the racial and social context of the
school does make a positive difference in the achievement level of the
student, particularly the minority group student.
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The auality of pupil-teacher
relationships appears to make

a

difference between success and failure In
the growth of the student.
The survey Indicates that pupil-teacher
relationships are influenced
by the teacher's value orientation;
cultural perspective; personal

characteristics; and approach, technique,
paractlces and orientation.
On the subject of motivation there is
consensus that motiva-

tion is influenced by several environmental
factors and that a new

system of motivation must be found.

Desegregation and Integration
Impetus, rationale, and school role

.

The 1954 Supreme Court

action on the "separate but equal" doctrine moved many schools
toward

desegregation and integration, a process that can be rightly called a
condition of present-day environment in some school settings; and, as a
condition of environment, each process may exert substantial Influence
on

tiu'

liohavlor of children in the school, particular.lv as such behav-

ior expresses Itself in the achievement and attitudes of both Black

and White students.

It appears from the literature and research that

the influence of the processes may produce either desirable or undesir-

able results.

Desegregation and integration are instruments of social conscience which attempt to correct a history of Isolating peonle on any

one of several bases; but the base receiving recent focus has been that
of race, particularly as isolation has been practiced on the Blacks.

The schools seem to have inherited the post position as a

starting place for the elimination of racial isolation, a position

particularly subject to "blocking" and "squeezing" by other factors in
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the competition.

It appears from a review of the
major studies (RIPS, NYSED,
and

beds) by O’Reilly that the racially
isolated school is one that is
also

isolated on the basis of social class.

O’Reilly observes that the con-

junction of racial and social class isolation
in the schools appears
to result from a number of factors of
which the following are particu-

larly important:

1)

disproportionate representation of which ethnic

minorities in lower income occupations are receiving
public assistance,
2)

residential segregation and corresponding widespread
application of

the neighborhood school policy, and 3) enrollment of
large numbers of

generally middle income and upper income whites in private schools,
especially in the urban areas.
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Sexton also associates the racial and the social by preferring
to call the plight of the Black in America a social problem rather
than
a racial

social

problem on the strength of the fact that whites of a lower

strata arc also Limited in their opportunities.

He states:

The weight of evidence seems to be that nowhere in a stratified society are equal opportunities open to all people.
In
school, as in the world at large, opportunities are usually
open to students or closed to them in accordance with their
social class position.
The higher their position, the more
opportunities they have.^®^
In an attempt to settle on a basic cause of social interaction,

Zint concludes:

The unhappy truth is that the economy is the controlling element
in present-day social interaction.
In order to coordinate the
total pattern of living for the welfare of the total society,
the other basic institutions have to modify their operation to
fit with the economy.

Views on the desegregation process

.

It mattered little whether

isolation was called a racial problem or a social class problem; isola-
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was to be halted.

The first phase was to desegregate
the schools.

Glidewell et_al gathered evidence which
indicates that children tend
to accept or choose others from
their own or higher social class
levels.

The hypothesis advanced about the effects
of individual classroom social status on mental health in respect
to such factors as self-esteem,

intellectual development, feelings of inferiority,
rejection, and
school achievement made such findings interesting
within the context of

school desegregation.

Success in the desegregation process, they

believed, hinged to a great extent on the ways
children interact in the

social context of the classroom.

To get the different racial groups

together, several types of programs have been used-open
enrollment

programs, transfer programs, bussing programs, and compensatory
programs.

It was thought that such programs would accomplish much more

than balance or pseudo— balance in the schools.

Research does not pro-

duce evidence to support the hopes held for the programs.
Katz
!)i‘Ihk

is

of the opinion that desegregation, as it is presently

carried out, does not necessarily facilitate educational and psy-

chological development of the Negro child; but, according to Katz, the

racially balanced classroom can generate both favorable and detrimental effects on minority group students as a function of three salient

dimensions: 1) social threat posed by contact between the majority
group; 2) low expectancy of success as a result of being faced with

white academic standards;

3)

fear of failure from anticipation of dis-

approval, disparagement, or rejection by the white peer group and

teachers in academic matters.

The effects of the above factors are

debilitating anxiety, the result of which may be substantial decrements
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In intellectual development and
achievement performance, or
motivational damage manifested either In
withdrawal from the achievement
situa-

tion or In defensive setting of
future goals at unrealistically
high or
low levels.
Hill and Sarason produce evidence to
substantiate the

effect of anxiety on intellectual
development and achievement perform213
ance
while Atkinson substantiates the manifestations
of motivational
damage.
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In a review of research, Pettigrew indicates
that not all inter-

group contact in schools and other settings leads
to increased accept215
ance.
0 Reilly supports this Indication by synthesizing
the general

body of research in the area of social interaction
in the classroom and
concludes that the effect of school Integration on Interracial
acceptance may be either positive of negative depending upon a number
of variables, including teacher and parental support of the integrated
school
and the manipulation of certain factors to change the conditions of

learning and the nature of the peer group Interacting in the classroom.
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Several researchers have investigated the various types of de-

segregation programs.

Wolman, Rentsch, and Rock et al

,

in their stud-

ies of Negro achievement in open enrollment programs, fail to show that

integration facilitates the educational development of the Black students.

A review of Dresser, Jaquith, Johnson, Sullivan, and Wrightstone et al dealing with Black achievement in transfer programs within
cities indicates increased achievement by Black students who had been

bussed from predominantly Black schools into predominantly white

9
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schools elsewhere In the city.^^^

studies of Black achievement

in programs of busing to the suburbs
by Buskin, Hicks. Mahan,
Pergel

and others Indicate, generally, better
achievement for those students
,

who were bused.

21

In discussing effective education in
the disadvantaged school,
0 Reilly points to inadequacies which
prevent compensatory programs

from succeeding in raising the achievement
levels of the deprived.
0 Reilly points to faulty research; lack of
Innovative approaches; a

need for a new approach to conduct research,
development and implement-

ation activities in the education of the disadvantaged;
a need for

instructional strategies; and a failure of teacher training
programs
to focus on the development of basic capabilities as
the chief Inade-

quacies.
cies.
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(Appendix IV shows an expanded version of the inadequa-

)

Views on the integration process
a halt
|)liv;i

I

c;i

The second phase of bringing

.

to isolation goes further than simply bringing people together
I

I

V as

Is

dono

In

desegregation.

,

Integration 1s the act or pro-

cess of not only bringing together those individuals and/or groups who

differ but also the act of developming them into a whole characterized
by minimal "in-group" /"out-group" situations and behaviors which demon-

strate that differences are benificial, contribute to social competence
and confidence, and enhance the chances for individuals to develop per-

sonal and moral stability.
As is to be expected, writers and researchers have points of

view v/hich they feel will facilitate Integration.

Such viev/s deal with

approach, authority relations, communications, climate, organization,
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community participation, school composition,
and attitude formation,
among others.

While Van Til contends that high quality human
relations is a

prerequisite for integration, he admits that there
is no master plan
for bringing such an atmosphere about.

The only approach, Van Til

suggests, is a united effort by "teachers and administrators
thinking

together about unique problems imbedded in their
,221

tion."

oi,m

unique situa-

O'Reilly, on the other hand, suggests that recognition of

ethnic, social class, and other factors of Importance for the develop-

ment of systematic integration plans might be best accomplished through

comprehensive identification and study procedures that could be conducted on a state-wide, regional, or district basis.

2 oo

Other writers and researchers are more definitive in their
views about how integration may be facilitated.

Based on an analysis

of the psychological, intellectual, and cultural legacy of the Blacks
in America, Bronf enbrenner suggests some approaches to education of the

Black student in the integrated school, including the use of male Black
figures as teachers and aides and after-school programs involving both

Black and white parents and adolescents.
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Believing that ethnic attitudes is basic to the integration
process, Bettelhelm declares that the Impact of the school system on
ethnic attitudes depends not only on the type and effectiveness of the

curriculum it presents but also on the authority relations between
teachers and students, between teachers and the supervisory level, the

relative proportion of minority group members of the school, and the
^
type of contact between majority group members.
.

.
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Dentler believes that the factors that make
Integration poss
ible are of a particular nature:
I would speculate that there are some
rather uniform
conditions under which desegregation becomes possible
politically and educationally. Negroes must protest
in a visible,
unequivocal manner. This must resonate positively with
some
segment of the white population which already commands
the
attention of local schoolmen or board members.
Of equal importance is a clear, sufficientlv
intense stimulus from state or other extra-local authorities ....
It
also seems plain from case experiences that a community
must
be free from a highly stratified class structure grounded
in
religious or racial groupings.
The prospect of too severe a
change in the foundation of the local structure of social rev/ards is relatively certain to prevent school desegregation. 225
.

.

.

Also belelving that successful performance in the school will
aid the integration process, Katz reviewed studies that suggest that

an atmosphere combining low social threat and high expectation of success can have a facilitating effect on the intellectual performance of

Black students.
There is little doubt that the integration process will not

move smoothly when a high level of racial tension is present.

The

RIPS report suggests that time is a facilitating element when it says
that differences in the length of time the student has been in an inte-

grated school produces differences in the level of interracial tension.
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Kilpatrick's feeling that attitude formation is vital to the

integration process can be assumed from his comments throughout his review; but it is worth emphasizing that Kilpatrick also believes that

better opportunities for all individuals to experience full group relationships should be provided if integration is to achieve relative success.

228
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WMle. supporting Van Til's position that each
community Is

unipuo In Its problems and that there Is no master
plan for solutions
to a particular community's Integration
problems, Blbby chooses to

stress the combating of racial prejudice through programs
of racial

understanding as a mechanism to achieve integration.

Blbby presents

material having relevance in all areas of the curriculum and points
out
particular difficulties of teachers in working
to minority groups.

vjith

children belonging
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O'Reilly svnthesizes the studies of Brof enbrenner
fifer, and Clark; Jensen; and Haubrick

— all

;

Leser,

of whome support flexible

organization of schools to accomplish the "integrated" mode

— and

states

that the effective "integrated" school will necessarily depart from

the traditional organizational patterns and approaches to Instruction;

The flexibility required by the inclusion of a variety of new
programs, activities, and personnel in the effective integrated
school appear to necessitate basic changes in organizational
structure.
In his summarv of Racial and Class Isolation in the Schools

,

O'Reilly suggests the need for guidelines for more effective integration in the schools by saying:

facilitating effects of integration are virtually absent
unless Integration is implemented at the classroom level.
Current guidelines, however, generally focus on the concept of
racial balance within individual schools with resultant ambiguous criteria for the planning of school integration programs
that may vary as a function of over-all racial balance in the
particular district or group of districts being considered. 231
.

.

.

There are other areas of importance to integration which are
treated by O'Reilly, but two received particular attention,

^rirst, he

believes that when anxiety factors are minimized, the bi-racial learning setting may actually have a facilitating effect on Negro intellec-
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tual achievement. 232

Others ascribe

to

the idea that raising levels

of achievement will facilitate integration.

Second, O'Reilly has a

high regard for the influence of group process on learning and
social interaction in the integrated and disadvantaged school settings.
In suggesting guidelines for a more effective integrated school

O'Reilly observes:

Examination of many reports and policy statements reviewed
fail to turn up evidence of explicit recognition of
findings showing that the social class mix makes a substantial difference in the achievement levels of Negro students
and other minority group children.
Further than this, research findings indicate that the facilitating effects of
integration are virtually absent unless integration is implemented at the classroom level.
.

.

.

Other researchers and writers have noted conditions and ele-

ments that work to deter the integration process.

Many believe that

uniformity as opposed to diversity deters the integration process, but
Trager appears to be the leading exponent of the position.

She states:

uniformity creates conflict and denies freedom.
Schools that discourage uniformity and value diversity help
to develop an integrated, harmonious group life that encourages
growth and respects freedom.
.

.

.

.

.

.

In agreeing with Trager about the orientation of the school,

Zintz focuses on the basic purpose of education for minority groups,

implying that schools operating on a stated, typical school philosophy
or the routine school activities based upon a generally accepted pattern of what constitutes a good school is insufficient.

23 6

Recognizing the importance of community participation in the
process of school integration, Sullivan and Steward suggest a set of

Helpful guidelines for involving the community.
those guidelines.)

237

(Appendix V shows

—

—
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Clark suggests Lhat Integration could

1

h^

factHtated more

easily if the influence of others on the attitudes of
children were
not so pronounced.

In a discussion of how children develop feelings

about race, Clark contends that students of the problem

novr

generally

accept the view that children's attitudes toward Negroes are
determined

chiefly
not by contact with Negroes but by contact with the
prevailing attitudes toward Negroes.
Rarely do American
parents deliberately teach their children to hate members of
another racial, religious, or nationality group. Many parents,
hot/ever, communicate the prevailing racial attitudes to their
children in subtle and sometimes unconscious wavs. 238
.

.

.

.

.

.

Elsewhere in discussions on facilitating mechani-ms for integration, Clark points out the importance of teachers in implementing
a program:

There have been no consistent conclusions about the effect
of the individual teachers and the role of the school in
fostering of good intergroup relations among children. T^ile
there might be some question concerning the effects of direct
attempts at indoctrination by teachers particularly when
these attempts are clearly in contradition to observable facts
the influence bv subtle and indirect means of adults on children's attitudes cannot be discounted. A school mav have an
excellent over-all human relations program, but individual
teachers vrlth negative racial attitudes mav present such a
program in a way that cancels out the positive alms of the
larger program. 23^

—

It appears from a review of literature and research on the

process of desegregation and integration that there is a wealth of

opinion on what will facilitate or deter both processes.
Effects of the desegregation/integration process

.

It is

appropriate at this time for this review to address itself to the results, or effects, of the process just reviewed.

been done for the desegregation phase.

This has already

The integration phase is now
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presented.
In a previous section of this review the
topic of school comp-

osition was presented.

From that presentation it can be concluded that

many believe in the incremental effects of proper
school composition.
Sullivan, in his study, shows that the experience of
integration gen-

erally facilitates educational development among Black
students when
the integrated white student group is very much in the majority.

Coleman et al and the RIPS report generally substantiate this finding,
but they add that the effect increases with advancing grade level.

An added dimension to the RIPS report includes observations

concerning the effect of racially segregated and racially integrated
schools on the attitudes and preferences of both whites and Blacks.
(Appendix VI shows those effects.)

The RIPS report also indicates that

differences in the level of racial tension in the school produce differences in the achievement of students and differences in the attitudes
of students, particularly Black students.
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Wilson, like Sullivan and others, supports the proposition that
social class composition of the school affects the academic development
of both Blacks and whites in their racially integrated or racially seg-

regated situations.

Wilson, however, points out the detrimental as well

as the facilitating effects of school composition on integration.
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Studies of integration at the elementary level by Dressier,

Hansen, Jaquith, Long, ^lahan. Metropolitan Council for Educational

Opportunity, Rentsch, Rock et al

,

Samuels, Stallings, Sullivan, and

Wrightstone et al indicate that the Black child in the integrated elementary school setting has a better chance of higher achievement than

—
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.

,

Ills

sf'j'regn ted
It

counL(>rpar

t.

is the contention of some that the studies by Sullivan,

Rentsch, Jacquith, Rock et al

.

Stallings, Wrightstone, and Wolman

focusing on the effect of length of integration on Black achievement—
prove little because of the short length of time in operation at the
time of study.

They do admit, however, that substantial gains were

made in the language and reading areas.

The longer studies of Woleman

and Rentsch fail to confirm this observation, stating that there were

no significant differences in language and reading achievement between

integrated and segregated students after a two-year period.

Woleman

and Rentsch do observe, however, that differences In the arithmetic

achievement area may be reliable.

Consequently, studies of the effect

of length of integration on Black achievement, on the whole, are incon,

.

elusive.
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Katz, Coleman et al , and the Commission on Civil Rights suggest
that interracial classrooms may facilitate the development of positive

interracial attitudes.

They also provide a partial explanation for the

•

fact that desegregation works to the advantage of the integrated minor-

.246

. j
ity group student.
.

O'Reilly, basing his opinion on reports of schools involved in
the study of integration, states that the reports clearly suggest that
the processes of instruction and social Interaction in the integrated

classroom can be manipulated in ways that may substantially facilitate
Negro
the educational and psychological development of disadvantaged

disadvanstudents, as well as other groups of socially and economically

taged children.

The more representative analysis of Coleman et__al.

—
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O'Relliy contends, suRRests that the intoRrated
srhool is effective
in bringing about increased positive
rapport betvreen Negroes and whites

and that this impact of integration is
lasting.^'"®

One study, he

declares
provided direct evidence about the effect of school
social class composition ... and it can only be said
that
there appears to be a tendency for Negro students in
integrated schools ^^rith a high social class composition to
do
better than Negro students in an integrated school whose
social class composition is lower.
.

.

.

Not all studies emphasized the favorable effects of integration
on the student or others.

Chesler, Wittes, and Radin give some nega-

tive effects of Intergroup contact, including deliberate ignoring;

name calling; physical provocation; aggression;

a

systematic and con-

sistent pattern of rejection caused by generalized fear, jeolousy over
receipt of favorable treatment, and fright over taunting and defying
school rules and authorities by Negroes; and peer pressure to conform
to

normative standards of rejection and disdain of the Integrated Negro

minor ilv v;hen nondiscriminating and unprejudiced feelings and attitudes

were expressed.

Thev also report that vrlth few exceptions the white

children appeared to finish the school vear

vjith the

same negative atti-

tudes toward Negroes that thev had at the beginning of the year.

Posi-

tive interracial attitudes and relationships toward racial association

were not evident even though there were occasional indications of the
beginning of acceptance and friendship.
Informal studies by Coles, and the reports of the desegregation

process in the schools by

^'lack

and by Crain, suggest that the exper-

ience mav be stressful for students and teachers and for various adult

groups in the process.
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Other studies show both elements of
positive and nep.ative
effects of the integration process.

Proshansky implies that the inte-

grated classroom does not necessarily
promote interracial attitudes or
orient the disadvantaged student toward
achievement values.

O'Reilly, in conclusions based on
investigations of the relationship

between interracial schooling and interracial
acceptance, observes that
the integrated school does not necessarily
bring about improved inter-

racial understanding, acceptance, and friendship.

The effect of integration on people has been noted.

As a final

note on Integration and its effect, studies by
Banks and Di Pasquale,
Hansen, Rents ch, Wey, and Wrightstone et al treated to
some extent the
effect of integration on the quality of the school program.

Although

the studies lack objectivity, they indicate that
instructional programs

^re little affected by integration.
In concluding this section it seems appropriate to note the

work of Berkum and O'Reilly.

In a review of the results of studies

on

school integration programs initiated and evaluated by staff members
and consultants in local school districts which focus generally on the

relationship between integration and educational development, Berkum
and O'Reilly tentatively identify conditions that may mediate the

effects of school integration on educational development.
tions include the grade level at

x^rhich

Such condi-

integration was experienced, the

duration of the experience, the social class composition of the integrated school, and the type of transfer program used.

The treatment

also investigated a second group of studies which provided data on

changes in interracial acceptance that may occur with the initiation

108
of integration programs in the
schools.

While admitting certain

methodological problems that preclude drawing
firm conclusions. Berkum
and O'Reilly made generalizations about
the findings of the studies.

(Appendix VII paraphrases those findings.)

difficultie s
£Toce^.

of mino rity group members in the
integration

Many studies are relevant to the difficulties
which minority

group members face in the desegregation and
integration process.

Many

of those difficulties parallel those already
mentioned in previous

sections of this review.

Viewed in relation to the process of desegregation, Pettigrew
suggests that the inferior socio-economic position of the great majority of Negro families may place the student at a disadvantage in
the

school setting, Katz indicates that the typical Negro student may be
reacted to by white middle-class teachers and students alike with some
kind of hostility, and Coleman et al and Mack document the inferior

educational experience of the Negro student and suggest that such a

situation places the student at a disadvantage.

2

Sfi

Lack of school success which is partly determined by the
effects of early experience in the home and the continuous experience
of Isolation from upper status students during the elementary school

years, Wilson contends, progressively weakens the individual's feeling
that he can attain valued long-term rewards.

His sense of commitment

to the future is correspondingly weakened, and he becomes less con-

strained to meet the immediate educational demands.

Increasing aliena-

tion from academic values is reflected in withdrawal from schoolwork
and school-related activities.
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When psychological ramifications
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such as this are present, they represent a
considerable set of diffi-

culties for the minority group member.

A review of fourteen studies of the social context of
the

classroom bv Clausen and Williams showed that most economically
and
socially deprived segments of the population usually rear children
who

may either lack motivation toward educational onportunities or may
be
unable to translate such motivation into effective behavior.

Such

children are further disadvantaged in cognitive abilities and academic
skills and are unfamiliar with the bulk of the material treated in
the classroom.

Also, these children are likely to be disapproved of by

teachers, school administrators, and their peers because their speech,

attitudes, and behavior is different.

The review also points out that

disadvantaged minority group children may be further affected by negative attitudes toward the self.
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In a survev of literature relating to Negro self-rejection,

Proshansky and Newton observe that disadvantaged minority group children may find difficulty in being accepted in the classroom situation
as a function of h is ovm negative attitudes toward the self.

In the

classroom situation the disadvantaged child may readily absorb cultural

judgements about his race, learning, limited opportunities, and preju-

dice against him in a rudimentary way.

This situation may reinforce

his existing self rejection or teach him to reject himself if he hasn't

done so already.
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Davidson and Lang, as

x^ell as

Hoehm, produce evidence indicat-

ing that socially and economically disadvantaged children may experience
gifeater negative teacher— student interaction than their more advantaged
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Summary

Certain individuals and groups have
been isolated from the

mainstream of social interaction in American
life by virtue of race,
ethnic group, socio-economic status, etc.
When the 1954 Supreme Court action on
the "separate but equal"

doctrine outlawed isolation, the desegregation
and integration processes had their start in the schools.

A survey of literature on desegregation and
integration shows
a variety of views on how the processes may
best be facilitated; and
a review of research indicated that the effects
of desegregation and

integration may influence intellectual development, achievement,
motivation, and social contact positively or negatively as
a function of

such variables as social class composition of the school, level of
tension in the school, orientation of the school, extent of community

participation, etc.
right social

mix,

The weight of evidence, however, suggests that the
if it can be determined, will improve intellectual

development, achievement, motivation, and social contact for both the

minority and majority groups.

Evidence also Indicates that length of

time with the experience of integration proves to be facilitating to

desirable outcomes.
Literature and research also indicate that minority group members shoulder burdens from a background which add to their difficulties
in the integration process.

Desegregation and integration submit to no "master plan" that
will assure positive outcomes.

Ill

Prejudice and Discrimination

Prejudice and discrimination exist as a
condition of environment with which the child in the school
setting must contend, and there
IS little doubt that the experience
is taking its toll on the minds and

hearts of children.

The two words, prejudice and discrimination,
are

employed in connection with race regularly; but
they also extend to
things like nationality, religion, politics, ice
cream, hair style and

dancing.

School children are taught to be discriminating, to
make

judgements, and to form opinions.

As for judgements and opinions, it

is hoped that they are based on the very best that
the student has

found through searching.

Such, however, is not always the case among

children or adults; rather, opinions and judgements are frequently made
blindly, and the conequences are often reflected in disregard for the

feelings of others and in calloused attitudes which hinder the establishment of positive human relations.

It is the intent of this section

to present findings about the source, growth, role and effect of pre-

judice and discrimination that was uncovered in the review.

Also treat-

ed, will be the prevention of the transmission of prejudice and discrim-

ination.

Source and causes

.

On the source of prejudice Clark suggests,

in his "Introduction" to Prejudice and Your Child , that all prejudice

stems from some form of personal or group insecurity.

From this posi-

tion Clark goes on to present a clear analysis of the factors which

contribute to prejudice, along with helpful comments as to what one can
do to reduce and prevent feelings of prejudice in children.

He discus-

ses the problem of prejudice and deals with schools, social agencies.

—
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churches and parents as institutions able
to make profound inroads on
the reduction of prejudice.

On the premise that racial prejudice is not
inherent in the
nature of humanity but emerges and gathers strenth
only in certain social conditions, Bibby appears to support
Clark's position. He, however,

traces the causes of racial inequality and how it can
be learned.

Several writers and researchers obliquely address themselves
to
the sources or causes of prejudice through a discussion of
attitude

formation and human relations in general.

Bibby, for example, suggests

that the commercial cinema may inhibit the proper growth of children

toward improved human relations by misleading children through stereotyped characterizations and other distorting inf luences.

He contends

that teachers, on the other hand
in an incredible determination to do nothing to perpetuate false racial stereotypes, refrain from reading with their
children those books in which a member of a minority group appears in discreditable light.
.

.

.

Bibby goes on to point out that such avoidance behavior deprives children of a "means of enriching their pupil's human relations in general
and racial attitudes in particular."
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Proshansky and Newton not only suggest a cause, but they also
suggest the results when they say:
which
The children come to school bringing the attitudes
they have learned from parents and other adults in the community;
these attitudes, in turn, have some Influence over their behavior
toward children of the other
group.
In a very early study
mixed classrooms
children
in
racially
(it was) found that Negro
into their own
withdrew
accepted white prestige but increasingly
describes
Katz
group as a response to white rejection.
Negro
of
performance
the
some of the factors influencing the
.

.

.

.

.

.

.

.

.
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child who enters a racially mixed school or classroom; in
some situations, social rejection and isolation mav produce
such effects as intellectual impairment and anxiety.
26
.

.

*^

.

In a presentation based on case studies of children and activities of a primary teacher, Trager indicates that a school must help

young children begin to accept themselves and each other.

Trager dis-

cusses the child and his relationships, how the curriculum meets child-

ren's needs, the community and its resources, techniques on
to know children and their problems,

hov; to

get

techniques for changing attitudes,

and how uniformity creates conflict and denies freedom. 267

Also indicating that teachers are a source of possible un-

healthy attitude formation in children, Kilpatrick claims that teachers,
if they vjant positive human relations, must come to realize their own

prejudices so thev will not unconsciously encourage bias and discrimin-

.-,268

.
atlon
in their ovm pupils.
.

T.

.

It is the feeling of several that schools which do not provide

I

he

piipllH

v>M

l

li

Liu'

o)>por Lmil tv to sLudv,

midcT guidance,

the'

problems of race and the evidence against racism contribute to the con-

tinuation of racial discrimination.

Kilpatrick and Van Til advance the

proposition that providing such opportunities is an effective

vrav to

get ratl.onalizing defense mechanisms to yield to facts and to reduce

belief in racial superiority, a chief mechanism for racial discrimination.

Kilpatrick and Van Til also suggest that students should be pro-

vided with the opportunity to develop understanding of the internationso v/ould
al aspect of intergroup prejudices and discrimination; to do

in the world
not only show students that the white race is a minority

within our
but would also make students realize how discrimination

IIA

(•ountry is not only wrong here but hurtful, to
peace and order

world at large.

In the
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Many school people maintain that they are free of prejudice.

Many are.

Kilpatrick and Van Til suggest, however, that some who pro-

fess to be free of prejudice simply fail to recognize
prejudicial atti-

tudes and behaviors for what they are.

Such people are a constant

source of interference for children who would quite naturally live together in friendliness, in acceptance, and in mutual respect and ap-

preciation for one another on the basis of personal merit.

In lay-

ing down their goals of intercultural education, Kilpatrick and Van Til

caution that teachers must work hard to make democratic ideals prevail
as far as possible and become increasingly effective on the conscious
07*1

basis that "this is how

I vrould

like to be treated."

Not all believe the role of the school in attitude development
is as potent as is commonly thought.

Clark, for instance, declares:

Although many people continue to believe that schools and teacht'l's have a direct influence on the development of racial attitudes in children, this view is not supported by any substantive
body of evidence
A cautious interpretation of the available evidence suggests that the influence of the schools and
teachers is more passive than active .... Rather than taking
the leadership in educational programs designed to develop more
positive racial attitudes^^^he schools tend to follow the existing community prejudices.

....

The work of Bibby, along with that of Kilpatrick and Van Til,

indicates that teacher reluctance to study with their students the various historic causes and supporting rationalizations of group prejudices have frequently been cited as a cause of breakdown in human relations.

They also extend teacher reluctance to include that of failing

to provide opportunities to study the problems of race and the evidence
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against racism.
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Kilpatrick goes on to point out that such study

and opportunity would help students to act on the basis
of evidence
*

rather than on habit or custom.

77 /

In an effort to help teachers handle a child's inability to

reconcile the discrepancies between adult principle and adult practice,
Bibby formally treats the growth of racial prejudice.

And while

treating the roots of prejudice, he also outlines the social role of

prejudice noting that always have prejudicial attacks had the following things in common:
1.

2.
3.

4.

(paraphrased)

They provide means of distracting the attention of the oppressed from the defects of the oppressors.
They offer the opportunity of direct or indirect material gain.
They serve to 'smear' a v/hole group of people indiscriminately
and so aid charlatans and witch hunters in their nefarious
design.
They provide a socially acceptable outlet for feelings of frustration and aggression.

Effects of prejudice and discrimination

.

The effects of pre-

judice and discrimination are too numerous to approach any degree of
1

’omprtTic‘Usiveness in this brief treatment, but a few choice comments

can give a perspective.
Bibby, in his treatment of the growth of racial prejudice,

points to the effect of this social condition on children:
The intelligent pupil, faced with the testimony of human unity
given to the great religions and great philosophies, will naturally wonder why in the past there has been so much racial intolAnd, learning that most of the chief nations and the
erance.
chief international organizations assert the equal rights of all
human groups, he will wonder why still today there is so much
It is, of course, no novelty for childracial discrimination.
ren to discover discrepancies between adult principle and adult
practice; and the danger is that they may very easily come to
Havaccept such discrepancies as a sign of adult status.
ing so often suffered unfairly, the member of the minority group
and
is liable to imagine injustice even where it does not exist,
rebuffs.
wounding
the most tolerant majority-member may meet deeply
.

•

•
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Simpson and Yinger observe that the effect of
prejudice on the
child of a minority group may vary greatly in
relation to group cohe-

siveness, intergroup contact, color variations within
the group, sur-

rounding group attitudes toward prejudice, and experience
with other
group patterns.
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Recognizing the value of acceptance, Kilpatrick summarizes the
effect as he sees it:
No privation so surely denies satisfaction in life as does exclusion by others, the sense of not being accepted by the group.
Life in any full and satisfying sense involves and essentially
demands one's active participation with others in the group
life on terms of mutual acceptance and respect. 279

Prejudice associated with race often promotes an awareness of
self which is negative.

Norland, Stevenson and Stevenson, Proshansky

and Newton, and Vaughn have made studies which examine the development
of race awareness, or consciousness, because of its implications as a

factor affecting the Rlack child's concept of self.

The studies pre-

sent a series of conflicts as to the exact age at which race awareness

takes place, but it may be generalized from the studies that awareness
of race takes place between the ages of four and seven.
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Norland, Goodman, and Clark and Clark, in studies paralleling
the development of race consciousness in the child, have studied the

child's identification of stereotypes used to describe racial and ethnic groups because it may be that children start to associate positive
and negative terms with a given racial or ethnic group, which, in turn,

may cause children to apply the superior/inf erior label to given groups.
They report that such a situation may cause children of different groups
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to subconsciously reject their own group, an obvious decrement
to the

development of self-esteem.

b^s^hdovm of these studies.)

(Appendix VIII shows a statistical

Newcomb, Turner, and Converse appear to

capsulize the thrust of these studies when they observe,

".

.

.it

seems

quite clear that one of the individual's most basic and continuing
needs is for a self-image that is essentially positive."

The level of

self-esteem and the development of a healthy self-concept may vary with
a variety of conditions within the environment, they conclude.

Prevention of transmission

.
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As might be expected, there are

many suggestions on how to prevent the transmission of prejudicial
attitudes.

Reflecting on the material just presented, suggestions by

Clark, Bibby, Proshansky, Katz, Trager, Kilpatrick, etc. include pre-

venting insecurity, using and coordinating the activities of all institutions, correcting certain social conditions, correcting distortions

by various media, preventing teacher avoidance behavior, neutralizing
tlie

Influence of parents and others in the community, reducing social

rejection and isolation, prompoting self-acceptance and acceptance of
others, providing given types of opportunities, assuming a more active

role for the school, etc.

Such a list only begins to present alterna-

tive ways to help eliminate and/or prevent the transmission of preju-

dice and discrimination.

Summary

Prejudice and discrimination Interfere with human relations gen
part
erally and the establishment of good mental health in individuals
and
icularly; which, in turn, effects a decrement in the intellectual

psychological growth of the individual.
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A survey of literature presents several theories as

to

the

source and causes of prejudice and discrimination,
including those of

individual and group insecurity, social conditions, and attitude
formation. The survey also indicates that prejudice and
discrimination are

perpetuated by such vehicles as the commercial cinema, the school and
its personnel, and the parent and other adult members of the community.

A review of research discloses that prejudice and discrimination may result in certain detrimental effects on the individual.

Con-

fusion over discrepancies between adult principles and adult practice
leading to the belief that such behavior is a sign of adult status is
one such effect.

Other effects include privation which denies satis-

faction from group acceptance, negative self-image and concept, selfhate, and general anxiety.

There are many suggestions for preventing the transmission of

prejudice and discrimination, including prevention of insecurity, co-

ordination of activities of various institutions, correction of certain
social conditions, correction of distortions, and sponsoring school-

related activities, programs, and projects.

The Consequences; Debilitating
Anxiety, Hostility and Deviate
Behavior

Background factors, culture and values, school setting, deseg-

regation and integration, and prejudice and discrimination present for
the student an overwhelming set of circumstances that in some way must

be mediated if his existence and development is to be both positive and
healthy.

Most likely, all circumstances are not totally mediated and

the result is a level of anxiety which is low enough for the Individual

to control or sufficiently high to
find exnresslon In

hosttUty end

Other forms of deviate behavior.

Amy^e^.

Anxiety research and comment on anxiety nervades
the

material which this writer surveyed.

Such pervasiveness is probably

the result of the relationships between anxiety
and intellectual abil-

ities, anxiety and school achievement and intellectual
development, and

anxiety and certain other learning dimensions.
tion, hox^ever, anxiety and its consequences

— no

Whatever the motiva-

matter how produced

— is

a factor of environment impinging on the existence and development
of

the student and must be given consideration in this

x^xork.

Considerable evidence has been produced to indicate that differences in intellectual abilities may cause diffferences in anxiety level,
x^hlch,

in turn. Interferes with achievement and performance on intel-

lectual tasks.

Feldhusen and Klausmier investigated the relationship

of 1.0., achievement, and anxiety scores.

The investigation resulted

in manifest anxiety scores for the high, average, and
of 12.0, 14.8, and 20.2 respectively.

lov;

I.O. groups

Differences betvreen the average

and low anxiety group and the high and the low anxiety groups were significant.

Correlations betx^een anxiety scores and achievement by I.O.

levels shoxjed that subjects in the intermediate I.O. range, three of
four correlations betvreen anxiety and achievement were significant and

negative.

For the low group, only one of the correlations reached sig-

nificance.

significant.

The same comparisons for the highest 1.0. group xvere not
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Sarason et al

,

Hllland Sarason, and Phillips present

evidence to support the contention that anxietv has debilitating
effects on intellectual performance but that the extent of this decre-

120

ment seems to be a function of the abilities of the subject as well as

other intrapersonal variables and conditions present in the learning
or testing task.
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Sarason et al concludes that in the bulk of the

cases in which there is a negative relationship between anxiety and

intelligence, subject scores on I.Q. tests fall within the average

range of 90 to 110; and Hill and Sarason, in a longitudinal study,
arrived at the same

conclusion.

The generalization that relatively

mild threat and evaluative statements in the academic and test situations serve to elicit anxiety and effect a decrement in intellectual

performance is upported by the research of Winkel and Sarason, Diamond,
and Melsels.
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Denny and Speilberger made studies with college stu-

dents which lend further support to those done with children that sug-

gest an interaction of anxiety and ability of academic performance.
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Considerable research has taken place which indicates that the
anxiety level of a child, brought about by conditions in the environment, relates to school achievement and Intellectual development more
than other non-intellectual characteristics.

There are also indica-

tions that anxiety is likely to be linked to social class and ethnic
status, another condition of the environment.

Ruebush, along with

O'Reilly, report that anxiety seems to be more consistently and strongthan nonly related to school achievement and intellectual development
.
.
Intellectual characteristics.
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beSeveral reports substantiate that a negative relationship

test performance
tween anxiety and achievement tests or intelligence

exists at the elementary grade level.

reports of

S.

B.

Sarason et al

,

Such evidence is found in the

Ruebush, I. G. Samuels, O'Reilly, and

121

Kerrick.
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I.

G.

Samuels, O'Reilly, and others report the same find-

ings for the secondary and college levels.

Kerrick, along with Wirt

and Broem, report that there are few exceptions to this general
trend

while Ruebush and O'Reilly report that the extent of the negative relationship varies from study to study.

In more extensive studies by

Sarason, Hill and Zimbardo, and Hill and Sarason it is shown that the

negative relationship between anxiety and achievement test performance
increases over the school years and was highest with test scores in-

volving verbal skills.

It was unexpectedly high when achievement lev-

els were examined for students with high test anxiety and defensiveness
scores.
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Studies linking anxiety to social class have been done by

Ruebush and by Phillips.

Ruebush contends that anxiety plays a more

detrimental role in the achievement of socially and economically disadvantaged groups than it does in the more advantaged segments of soclety.

Phillips concurs.
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The effect of anxiety-eliciting conditions on the level of anxiety has been pointed out by at least three researchers in this writer's coverage.

According to Sarason et al

,

a child who is anxious in

school possesses major unresolved dependency needs that require given

environmental conditions if that child's development is not to be restricted.

Sarason contends that such a child has a need to maintain

a

reasonable level of positive rapport with significant adults, notably
his teacher, and that he should not be threatened by negative reinforce-

ment of personal inadequacies and external pressure to perform learn
cognitive suping tasks in school without substantial emotional and

122

port.
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The studies of Ruebush, as well as those of Hill and
Sarason,

are supportive of Sarason'

s

position.

Learning dimensions which have potential for eliciting anxiety

influence the level of anxiety of an anxious child in school
and, in
turn, may effect achievement and performance.

O'Reilly reviews the

situation:
For the socially and economically disadvantaged child, the
typical school learning environment must present an unusually
imposing set of stressful or anxiety-inducing circumstances. ^93
In view of the decrement to achievement and other intellectual

performance produced by anxiety, it is important to note that anxietyproducing situations Interfere with the proper development of the student as a result of a number of stressful or anxiety-inducing circum-

stances.

0 Reilly lists those circumstances.
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(Appendix IX para-

phrases those anxiety-inducing circumstances.)

Much study has taken place to supplement or support the generalizations which O'Reilly has formulated.

I.

G.

Samuels has reviewed

a number of researchers investigating the elements of interpersonal

dimensions and makes the following generalizations:
1.

2.

3.

Highly anxious subjects were more affected in their intellectual performance by motivating conditions or failure reports
than low subjects whose anxiety level was low.
Highly anxious subjects did not differ from subjects whose
anxiety level was low in their intellectual task performance
under experimentally manipulated or nonthreatening conditions.
Highly anxious subjects were found to be more self-deprecating, more self-preoccupied, less content with themselves, and
more responsive to reassurance in experimental situations than
those whose anxiety was low.
Hill and Sarason include the presence of learning discontinui-

ties in organizational and curricular structure of the elementary

123

school as anxiety- el lei ting elements which raise the level of anxiety
in an anxious child.
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Atkinson, who also Includes learning discon-

tinuities as anxiety-eliciting, defines discontinuities as natural var-

iations in task difficulty resulting in part from discrepancies between
the student’s abilities and the requirements of school learning tasks,

ordinarily presented on schedule without careful attention to the readiness factor.

Atkinson also presents evidence to suggest that the dif-

ficulty of learning tasks tends to be ’’moderate," particularly when
ability grouping is in effect and that procedures in the construction
of standardized achievement and well-constructed teacher-made tests

also do result in mean item difficulties that are "moderate."
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The organizational lattitude of the school also appears to relate to achievement and anxiety.

Grimes and Allinsmith, supported by

Hill and Sarason in their observations, report differences in achieve-

ment of children in a structured school when the child is both anxious
1
.
and. compulsive.
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That anxiety may not Interfere with performance in intellectual
tasks under special conditions is the hypothesis frequently advanced in

anxiety research.

Gifford, as well as Hill and Sarason, have conducted

studies which support this hypothesis.
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In a presentation centering on the effects of anxiety on ach-

ievement and other forms of Intellectual performance, O’Reilly desmay
cribes the learning task conditions under which anxious students
students.
perform as well as, or perhaps even better than, non-anxious
of a warm,
The following are particularly Important: 1) The presence

relationship as
supportive teacher-student or administrator-teacher
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opposed to an evaluative or achievement-motivating atmosphere and

2)

a non-ambiguous or highly structured learing task in which task diffi-

culty is made relatively low as a function of insuring that positive

transfer occurs at various steps in the learning task and in which
other well-known principles of learning are used.^^^

The test situation has also been subject to considerable re-

search as it relates to anxiety.

Sarason et al reported a number of

studies aimed at determining the relationship of test anxiety scores to

performance on different kinds of tests or tasks.

(The tasks used in

these investigations differed in test-like character.

Those tasks

which were least test like were game-like in nature; given with a supportive individual present to whom

the child could turn for help.

They were also lacking in verbal and mathematical components.

The more

test-like tasks made use of stated time limits for completion of the
task; made use of verbal and mathematical components like those in

standardized Intelligence and achievement tests; and made use of the
presence of an authoritarian individual in the testing situation who

might be perceived by the child as serving a primary evaluative function.

Also, the more test-like tasks incorporated ambiguity.)

The

results showed a relationship between test anxiety scores and the testlike character of different tasks for the different samples of children.

that
In other related research Sarason et al reported findings

children to
indicated that 1) there was a tendency for highly anxious
to Rorschach cards;
be more illogical or Irrational in their responses
2)

draw figures
there was a tendency for highly anxious children to

lacking in spontanthat were more rigid, unsmiling, and, in general,
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lety in a figure drawing test; 3) highly anxious children
were signifi-

cantly more cautious on an embedded figures teat; and

4)

highly anxious

children made significantly more errors on a color-naming task.^^^
The research of Winkel and Sarason, Diamond, and Meisels sup-

ports the generalization that relatively mild threat and evaluative
statements in the academic and test situations serve to elicit anxiety
and effect a decrement in intellectual performance.

Such support is
O AO

also found in the research of Costello and Eysench.

The overtime factor was the thrust of the Llghthall et al research.

Their study indicated that children who are highly anxious in

a test situation spend significantly more overtime on a less test-like

task than do children whose anxiety level is low.
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Ruebush reviewed twenty-one studies of anxiety and problemsolving.

In general, the research shows that anxiety tends to impair

children's performances on verbal and non-verbal problem-solving and

learning tasks.
Two studies in anxiety research amplify the notion of task dif-

ficulty.

Grimes and Allinsmith studied the relationships of anxiety to

structured and unstructured learning.

The results indicated a connect-

ion between anxiety and structured and unstructured teaching methods on

achievement.

Highly anxious children achieved at a significantly high-

er level in the structured schools than did a similarly constituted

group in the unstructured schools.

No significant effect of anxiety

on achievement was found in structured schools, but in unstructured

schools the effect was significant and in the predicted direction.

The

combine to
results also showed that anxietv and compulsivity tended to

126

produce a further positive effect on achievement
in the structured
schools.

The second study was that of Gifford, which
reveals essentione

ally the same results.

Lending supportive evidence to the Sarason et al study
aimed
at determining the relationship of test anxiety scores
to performance

on different kinds of tests and tasks was the Zwiebelson study,
a study
in which scores on two tasks (one more test-like than the other)
are

correlated with children’s scores on the Test Anxiety Scale.

As pre-

dicted, the correlations between test anxiety scores and scores on the

nore test-like task were negative and significantly larger than those
obtained with the less test-like task.
Finally, Sarason et al

.
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along with Hill and Sarason, include

the social-emotional elements (failure reports, threatening and non-

threatening conditions, reassurance, etc.) Involved in the studentteacher relationships as anxiety eliciting elements which influence the

anxiety level of an anxious child in school.

Hostility

.
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This review has dealt with the effect of environ-

ment on the existence and development of the individual in the school
setting.

The review pointed to innumerable factors, situations, atti-

tudes, perspectives, etc. which can arouse tensions within the individ-

ual which must find release.

Some children are reared in environments

which allow for proper channeling of pent-up feelings while less fortunate individuals have little experience with the ways by which such

feelings are mediated.

Too often the discharge of tension is hostile

behavior toward objects and persons surrounding the individual.

This

individual, then, is part of the environment with which other indlvid-
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uals must contend; and, as such, the hostile
Individual represents a

factor or element of environment that can represent
a negative exper-

ience for others.

Hymes implies that schools may be Impeding the development
of

certain children by not providing for them an opportunity
to discharge
pent-up hostility.

He speaks particularly of children whose home en-

vironments have, in countless situations, imposed prohibitions and
behavior beyond their capacities.

Hymes suggests:

If schools can spot these children, . .
they can give them
safety valves. For a life too filled with dissatisfaction
.

piles up the feelings Inside. Unless some safety valve is
found, these are the very feelings which blow off the top in
intercultural hatreds. The fellow who is different, the fellow who is out, or the fellow who seems weak becomes the safe
person for those children to hit.
Schools can help such
children by guiding them into as many activities as possible
where it is legal and truly safe for their feelings to come
out.^^°
.

.

.

Bruno Bettelhelm and Morris Janowltz, in Social Change and

Prejudice: Including the Dynamics of Prejudice

,

start from the premise

that the individual who has learned in his childhood that emotional

difficulties can be relieved through gratifying Interpersonal relations

within the family circle will in all likelihood grow into a mature person who will seek and find relief in the sphere of his private relations from the tensions accumulating in the outside world.
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Bettelheim and Janowltz are particularly concerned about tension which is aroused through the Integration process.

They contend:

Explicit attention must be paid to the emotional predispositions of the persons involved if we want to reduce tension and
a degree of violence in the integration process. 310

Effective and meaningful integration should produce the least
hostile students. 311
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Learning tolerance Is not the result simply of
having some
minority group member in the same school.
The quality
of contact— depending on such factors
as economic standards
of living, physical well-being of the
students, and the professional skill of teachers in creating an
appropriate classroom climate is of primary importance. 312
.

.

.

—

Organizational effort and community involvement which
will
penetrate the entire fabric of society is needed to
produce
attitudes and sentiments of mutual self-respect. 313

Education for tolerance must reach the child before he is
of
school age since that is the age during which the rudimentary
personality is first formed and those tendencies first developed
which become more rigid as the individual approaches the age of
maturity,
Tolerance propaganda, if at all effective, may persuade an
individual to abandon one outlet of hostility. ^1^
Bettelhelm and Janowitz also address themselves to the discharge of hostility, observing: (paraphrased)

....

An individual who has not been able to develop a well
integrated personality will take advantage of any opportunity
which offers itself for the hostile discharge of tension, since
discharge he must have.^^°

....

Hostile discharge of tension is not too rigorously
inhibited in our society.

....

The formation of the tendency to discharge hostility
takes place in early childhood, during the age of personality
formation.

....

The problem of mitigating inter-ethnic hostility from
the point of view of the indlvidual'*s personality formation
reduces itself to a two-fold approach: the position of more
adequate discharge of tension and the development of more integrated personalities. ^3.9

....

A fruitful approach to the elimination of ethnic intolerance would be efforts leading toward integrated personalities.

....

Alternatives to successful competition for the discharge
Mobility is an alternative, but it
of tension must be sought.
Sexual activity
is sublimated into sports and other activities.
alternative.
another
is

....

Even the most adequate provision for the discharge of
tension into socially acceptable channels will not do away with
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the hostility which underlies ethnic intolerance, but
might
go a long way toward mitigating its more violent features.

....

An Important social objective seems to be to eliminate the psychological need to discharge hostility. 323

Deviate behavior

.

Often the individual with pent-up feelings

is not hostile toward other Individuals.

characterized as following the norm.
cause of given behavior.

His activity, however, is not

There are many beliefs about the

There are also some myths.

clarify fact and fiction in the school setting.

Research helps

Contrary to popular

belief, for example, Wilson reports that class level and being in

a

broken home were not significantly related to behavioral deviance.

Wilson further reports that verbal achievement correlates highly

x^ith

the tendency to be non-delinquent, that attending an upper status

school also correlates highly with the tendency to be non-delinquent,
and that perceived importance of school grades correlates highly with
the tendency to be non-delinquent.
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Summary

Capsulizlng the immediately preceding review, it can be stated
that informal observation, correlational patterns by grade level, and

theorizing have led to tentative identification of some of the factors
that may significantly increase anxiety in the learning setting and

thus may affect the child’s achievement and intellectual growth.

Anx-

iety seems to be more consistently and strongly related to school

achievement and intellectual development than other non-intellective
characteristics.

(Ruebush, O'Reilly)

Anxiety is linked with social

more detriclass and there is reason to believe that anxiety plays a
dismental role in regard to achievement of socially and economically

.
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advantaged groups than the more advantaged segments
of society.
bush)

Anxiety is linked with ethnic status. (Phillips)

(Rue-

A negative

relationship between anxiety and achievement tests or
intelligence test

performance exists at the elementary grade level

(S.

B.

Sarason et al ^

at the secondary and college levels (I. G. Samuels, O'Reilly),
and there

are few exceptions to this general trend.

Ruebush)

(Kerrick, Wirt and Broen,

Finally, the negative relationship between anxiety and achie-

vement test performance increases over the school years, is highest

with test scores Involving verbal skills, and is unexpectedly high when
achievement levels are examined for students with very high test anxiety and defensiveness scores.
Sarason)

(Sarason, Hill and Zimbardo; Hill and

It should be noted, however, that the extent of the negative

relationship varies from study to study.

(Ruebush, O'Reilly)

Pent-up feelings in students, resulting from all the variables
in the school setting, often result in hostility and other forms of

deviate behavior.

Hostility and deviate behavior, it is believed, are

best handled with rearing techniques applied in the pre-school years.

However, it is also believed that schools can do much to provide safe

ways for students to discharge tension.
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CHAPTER

III

RATIONALE FOR CHANGE AND INTRODUCTION

OF AN ALTERNATIVE

Introduction

Interaction with the environment influences an individual's
Intellectual and emotional functioning.

It is this belief that provides

the basis for the contention held by this dissertation: that environ-

ments can be structured so as to produce predictable results.

If the

kinds of circumstances and factors having a detrimental effect on educational success and growth of students are known, these environmental

circumstances and factors can be manipulated, or structured, to produce
the opposite effect

— educational

success and growth of the student.

This hypothesis initiated the search for major categories or

pockets containing circumstances and factors that exercise the greatest

differential or pervasive effect on the chances of school success
among students.

Because anxiety appears to be basic as a cause for lack

of educational success and growth, the degree to which circumstances and

factors are anxiety eliciting become common to the search for major
categories.

The search determined that five major categories should be considered

— certain

background factors, culture and value orientation,

school setting, desegregation and Integration, and prejudice and dls^
crimination.

The review of literature and research in these categories
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revealed circumstances and factors which work a decrement
on the growth,
adjustment, and achievement of the student; most of these also
having
the potential for eliciting anxiety.

The circumstances and factors are found in all three elements
of the environment— the physical space itself, the things of
the envir-

onment, and the people who inhabit the environment.

Moreover, it be-

came clear that some circumstances and factors are controllable in varying degrees.
It was with the circumstances and factors that are controllable,

partially controllable, or indirectly controllable that attention was
given.

Controllable items can be structured to either mediate, or elim-

inate, their effect on the student.

It was determined that it would

suffice only to become knowledgeable about those circumstances and factors that were uncontrollable.

Uncontrollable Circumstances and Factors
Generally speaking, there were circumstances and factors associated with the physical aspects, the "things," and the people of the en-

vironment that were uncontrollable.
Background factors

Background factors over which the school

.

has no control include the racial and ethnic stock into which a student
is born.

Consequently, the direct effect of racial and ethnic member-

ship on such things as I.Q.

,

performance on tests of abstract abilities,

achievement, motivation, health as it relates to achievement, sense of
control, certain basic learning abilities, aspirations, verbal ability,

reasoning, numerical ability, and space conceptualization are beyond the
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control of the school.

Geographic location, which influences motivation

and achievement, also appears to be beyond the control of
the school.

Culture and values .

The review of literature and research in

culture and values did not present circumstances and factors that are
beyond the control of the school save for the generalization that there
are cultural and value orientations so internalized by people that they
can undergo no voluntary change.

As a consequence there are people who

hold beliefs, views, attitudes, perceptions, etc. that will Interfere

with the growth and development of the student and the school can do
nothing about it.

Prejudice and discrimination

The situation was found to be

.

essentially the same in the category of prejudice and discrimination.

Desegregation and integration

.

In the category of desegregation

and integration the literature and research failed to present circum-

stances and factors that are uncontrollable beyond the dispositions

which some people hold toward the process.
School setting

.

Literature and research in this category re-

vealed circumstances and factors in pupil-teacher relationships which
are uncontrollable by the school.

Obviously, the uncontrollable element

in pupil-teacher relationships has to be people; in this case the teacher.

The problem, essentially, stems from the inability of some teachers

to change the way they treat the thinking, feelings, and actions of

students.
tional.

Improper treatment of students by some teachers is uninten-

These teachers simply can't divorce themselves from a given

culture— value orientation, the associated drives of such an orientation,
not
and the Influencing, interfering, and compelling in ways and areas

155

germane to the teaching role that such an
orientation produces.

These

teachers can't be flexible; can't appreciate
the differences between

themselves and their students; can't change their
concept of learning or

behavior; and can't throw off given attitudes, beliefs,
and perspectives.
Such teachers can't possess, and probably never will
cultivate, those

characteristics which lead to academic and social growth in
children,

adjustment to the school situation by children, and positive
human relations by and with children.

The consequences of such a relationship

are aggression, antagonism, and conflict.

Conflict prevents the school

from becoming the ego-supporting institution it should be.

All of

these conditions promote anxiety, and it is a familiar notion in education that anxiety does not facilitate achievement.

Controllable Circumstances and Factors

There are elements in all five categories that can be controlled
by the school.

In the category of background factors, personal atti-

tudes acquired by association, the degree of isolation, and the concept
of life-space could be modified through school-sponsored programs and

activity.

Background factors

.

The literature and research indicated that

attitudes which a student acquires from parents and other adults in the

community may inhibit development by stunting the student's level of

motivation and achievement.

The review also indicated that attitudes,

along with their effects, tend to soften and modify the longer a student
remains in school.

This indicates that programs strengthening the hold-

ing power of the school would be beneficial.

Flexible organization,
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a variegated curriculum based on the needs of Individuals, an orienta-

tion emphasizing good human relations and a concern for what happens to
the student help increase the holding power of the school.

Isolation, or the degree to which a person or group lives apart

from the rest of society, has been pointed out as a cause for decrements in achievement and intellectual development.

In one study it was

indicated that lack of social contact due to fear had a decided influence on language development.

This situation would Indicate that the

school should increase its social role, become a vehicle for social

mobility for minority groups, and serve as an instrument setting the
norms of society rather than simply reflecting these norms.

The school

should convert these roles into action by taking philosophical stands

favoring desegregation and integration in the school and in the community; by maximizing social contact through varied environments allowing
for social mingling; by Infusslng its curriculum with content concentra-

ting on relevant social problems such as prejudice and discrimination;

and by organizing in- and out-of-school activities wherein all peoples

are provided with an opportunity to get together for both work and play.
The review of literature and research also Indicated that a
limited concept of life-space was shown by the inability of some stuclassroom.
dents to participate meaningfully in the formal work in the
a variety
Such a consequence might be mediated by the school through

of experience-broadening activities.

Flexibility which allows

a

student

curriculum, support activiy
to pursue a special interest, an enriched
extra-school people
such as the field trip, and frequent contact with

and things would appear to be appropriate.
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Culture and values.

The literature and research in the category

of culture and values indicates that the school and
its personnel do

have a cultural and value orientation, but that they often
are mistaken
in what it really is.

In addition, the school and its personnel may

have the wrong perspective of the dominating culture-value
orientation
as well as little appreciation of the various culture-value
orientations
of their students.

Such a situation may lead to inflexibility in the

value system operating in the school.

Inflexibility, in turn, can gen-

erate systematic discrimination; a poor transmission process that may

result in guilt feelings, ostracism, and rejection; and an unsolicited

interference in the lives of students both in and out of school.

The

resulting poor Interpersonal relationships pervading the environment

may incite conflict and anxiety, previously noted as a cause for reduced
levels of achievement.

The school can respond to these conditions and factors in a

variety of ways.

First, the school can be sure that its philosophy and

objectives embrace a commitment to diversity and flexibility in general.
Here, however, the school should concern itself with flexibility as it

relates to the value system in operation in the school.

The school

should also Introduce content into its curriculum that would help students become aware, not only of the contributions of various groups to
the American culture, but also the varied cultural and value orientations of the world community.

Embarkation on a systematic presentation

of programs and activities designed to raise levels of awareness in the

faculty and staff would also be appropriate.

Such programs and activi-

ties would have as their goal the modification of perspectives by empha-
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sizing?:

the sources of a cultural-value system and the effects of such

a value system on the student.

The program would also stress a clarifi-

cation of what is emphasized in the American culture-value system and

how the teacher functions in the transmission process.
School setting

.

A review of literature and research in the

category of school setting indicated that conditions, circumstances, and
factors relevant to foundations, concepts of learning, experiences offered, pupil-teacher relationships, motivation, and support elements

could be controlled through the programs and practices of the school.
Foundations.

In the area of foundations the literature indi-

cates that schools present no philosophy, objectives, and roles at all
or they present philosophies, objectives, and roles which are based on
a generally accepted format of what a "good" school should be.

The gen-

eral consensus Is that each element is outdated, narrowly conceived, and

Incompatible with the needs and desires of the community they are meant
to serve.

This means that philosophies, objectives, and roles presented

by the schools poorly define the scope of the school's responsibility
for the education of youth, the nature of the educative process, the

characteristics and needs of students it seeks to serve, the content and

method of instruction, the types of student activities, or the outcomes
to be attained.

Moreover, the orientation and convictions of the school

are seldom apparent as a result of stated or implied statements.
emphasis
Such a situation lends itself— among other things— to
to process or
on content possession of a fund of knowledge as opposed

inflexibility
skill in learning how to learn; learning discontinuities;
and approaches; an atmosof organization, values, techniques, methods,
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phere punctuated by restriction, regimentation, and authoritarianism;

media myopia; and a narrow, un-coordinated and un-articulated curriculum featuring the safe, un-controversial

and proven content.

,

It is

obvious that developmental scars are cross-stitched with poor motivation,
achievement, and concept of life-space.

Again, these are all ingredi-

ents contributing to conflict and to debilitating anxiety.

The school is capable of setting in motion programs and activities designed to mediate the undesirable consequences of poor direction
in the school.

The school can engage in a thorough evaluation of its

existing philosophy, objectives, and role; and if it is found to be deficient in these areas, it can mobilize a team of representatives from

concerned people, institutions, and agencies of the community to draft
a new philosophy, a set of objectives, amd a role for the school.

The

representatives of the school, in working with this group, can work to-

ward "building in" the general notions of diversity and flexibility; definitions which prescribe the scope of responsibility, the nature of the

educational process, characteristics and needs of students, content and

methods of instruction, types of desirable activity, and outcomes desired can also be made known.

with others

— can

The administrative team

— in

consultation

push for a role that prescribes, and allows, the exer-

cise of administrative leadership without undue harassment or insecurity;
that helps students understand and accept themselves and others; that

directs schools to mobilize institutions, agencies, and men of goodwill
in
to live up to their professed beliefs; that provides an education
of life
life for living; and that helps initiate the students into a way

of the society.

The team can also cock a thoughtful eye toward current
1
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personnel administration policies and practices,
focusing specifically
on the selection, retention, and dismissal process.

If such processes

do not provide the leverage necessary to staff
with those who have phil-

osophical compatibility with the system, the process should be
subject
to revision.

Concept of learning.

Several contributors to the literature and

research reviewed, discussed the concept of learning.

Generally, an

issue was made over the fact that too many educators didn’t know,

couldn’t recognize, or simply ignored the basic principles of learning.
It was felt that complete learning for the student would not take place

without application of the principle of concomitant learning and that
full Intellectual and psychological development would not be stimulated

without recognition of the fact that character develops through cumulative learnings.

As in other situations, the consequence was learning

discontinuities which provoke conflict and anxiety.
The schools have alternatives to curb the effects of poor con-

cepts of learning.

To begin with, the screening process should provide

an opportunity for applicants to demonstrate that they have a reasonable

fix on the basic principles of learning.
for the opportunity, it can be changed.

If the process doesn’t allow

The school should also sponsor

seminars, courses, etc. that would raise the level of expertise relative
to the principles of learning and the consequences of a failure to apply
them.

It is also not beyond the power of the school to suggest to the

teacher preparation institutions that their emphasis be in the area of

basic skills and competencies rather than on non- applicable trivia.

The

school can also supervise more thoroughly, seeing to it that basic prin-
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clples of learning are built into lessons and packaged materials
and
that teachers are avrare of the fact that their supervisors
will be looking for the application of these principles.

One of the best wavs to

prevent learning discontinuities is to provide flexible organization,

flexible standards of expectations, and a curriculum that is closely
coordinated and articulated.
is the non-graded school

—K-12

An effective organization for flexibility
in three-year sequences.

The three-year

sequences are organized in flexible phases wherein the student is classified on the basis of achievement.

A phase is a stage of development

with a varying time span and features a process which is based on the
needs and competencies of students.

It would also be appropriate for

the school to emphasize that concept of learning which embraces the

idea of learning to do rather than learning about

Experiences.

.

Literature and research also showed concern over

the curriculum or experiences provided the student in the school set-

ting.

The survey pointed out that some schools remain wanting in con-

cern for the development of the whole child.

Generally, the literature

suggested that the school should have greater care for relevant curriculum content drawn from three basic sources

— the

needs and problems of

youth, the social realities of the times, and the development and practice of a philosophy of life for direction.

Specifically, the litera-

ture and research showed a bias in favor of additional experiences, par-

ticularly those that help round out the intellectual, social, productive
and personal dlmraensions of life.

Thus, concern was shoTm for experi-

experiences based on the lives and needs of particular students, for

cultural conences that brought about a knowledge and respect for the
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tributions of other groups, for experiences that
exposed students to

materials which placed individuals and groups in
a discreditable light,
for experiences which allowed for exploration of
human conduct and values, and for experiences which reflected a concern
for human relations

in general.

The literature also indicated a concern for the tendency
to

gear curricula to the teacher's middle-class, Anglo values and
thus to

become rigid and inflexible.
The rationale for these positions or biases stemmed from re-

search which strikes a direct correlation between the differences in
student experiences and student achievement.

In addition, the survey

of literature indicated that narrow curricula devoid of proper experi-

ences could inhibit the intellectual, social, moral, and psychological

development of the student; could deprive the student of the means by

which he could enrich his hioman relations; and could prevent sensitizing the student to the varieties of human character and experience, thus

making it difficult for him to enter sympathetically into the experiences of those different groups that make up the population.

Finally, the

rationale Included a concern over the idea that a given cultural and

value orientation might reflect Itself in a curriculum.

Such being the

possibility, the curriculum could fail to provide equal educational opportunities, particularly to minority group members.
The school can control many of the experiences of the student

while he is in school.

It is possible for schools to generate R and D

departments which focus on current needs and problems of students, current needs or opportunities of the community, and current social realities with which students are being confronted.

Also, the school can

control the curriculum development activities and
influence the inclus-

ion of content based on the findings flowing from
R and D.

In addition,

the school can establish curriculum resource centers
and stock them with

current materials from publishers and other relevant
materials.

Schools

also control'ithe business to be transacted during teachers'
meetings and

during workshops.

The agenda could emphasize many phases of the curri-

culum and how it can be made more responsive to the needs of students.

The school controls the evaluation process using specific criteria for

determining how the school is doing in a given area.

The criteria can

be manipulated in ways that result in modification of the organization
and extent of the offerings, the classroom procedures associated with

curricula, the curriculum development procedures, and the evaluative

procedures.

Finally, the school can control what kinds of committees

are functioning under the auspices of the school and who serves on such
committees.

This control allows for structuring committees that are

broadly representative.

Such representation has potential for expanding

the concept of a curriculum beyond the limits set by departmental pref-

erences.

Overriding all of these approaches is the operation of the

school based on a philosophy which will provide direction for the student.

Pupil-teacher relationships.

This dissertation has stated that

the effect of the school setting on the student is influenced by the

quality of pupil-teacher relationships.

It was also stated that good

pupil-teacher relationships was largely a matter of how teachers treated
the thinking, feelings, and actions of students.

The ultimate aim of

healthy pupil-teacher relationships is to treat students in such a way

,

164

that the school becomes an ego-supporting Institution and
thus enhances

student motivation and achievement.
The literature and research examined sunnorts the nrooosition
that students will respond differently to different tvnes of treatment.

Generally, the literature and research concerned itself with those
teacher characteristics, behaviors, understandings and annreclations

orientations, and attitudes which adversely influence the level of conflict and anxiety and thus work a decrement on vital elements of school

success

,

such as motivation and achievement.

Much of the literature and research suggested that

a

middle-

class cultural-value orientation, with its Judeo-Christlan influences
and its associated drives, is at the heart of pupil-teacher conflict.
It was noted that not only the possession of a given cultural-value

orientation causes problems.

Also contributing is a lack of knowledge

about the cultural-value orientations of the students.

As a result,

many tvnes of conflict arise which help to diminish the educational
experience of the student.
The literature and research pointed out that conditioning

through a given cultural-value orientation often promoted actions which

jeopardized the chances for good pupil-teacher relationships.

Some con-

flict stemmed from unsolicited influencing, interfering, and compelling
in ways and in areas not germane to the teaching role.

had a direct bearing on the teaching role.

Most, however,

Action which created the

feeling of inferiority, behaving based on habit or custom rather than
skill
on thinking, inflexibility in instruction, and imbalance between

teachers.
and appreciation are representative of criticism leveled at
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Action by which the teacher unwittingly places
the student in the position where school standards conflict with parental
standards, where in-

flexible academic and behavioral codes prevail out of
failure to recognize that some students have many pressures which make
them show many
faults, where it seems easier for the student to change
his need than it
is for the teacher to change the demands, and where uniform
standards

subject the student to a situation that is basically unfair were cited.

Other teacher action was shown to deprive students of the opportunity
for success, approval, belonging, achievement, friendliness, warmth and

approbation.

Reference to action embracing dominative techniques, regi-

mentation, restriction, authoritarianism, and rejection punctuated the
literature.

Finally, action which failed to build curricular experi-

ences on the needs of students and which failed to expose honestly the

area of human conduct were frequently alluded to.

Individually and col-

lectively such action may lead to conflict and the debilitating anxiety
resulting in poor motivation and achievement.

The literature and research Indicates that actions such as those

mentioned above may be prompted by failure to understand and appreciate
that all students differ and that the every-day practices of students

are consistent with their orientations.

Also, there appears to be a

failure to understand that the right or wrong and the good or bad of a

situation is a function of the value system held by the student.
Also contributing to a lower quality in pupil-teacher relationships is a poor grasp of certain concepts.

Literature and research in-

dicated that appropriate understanding of what constitutes good behavior,

what constitutes good curricula, and what constitutes good learning is
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vital to healthy pupil-teacher relationships.
Obviously, the literature and research would consider teacher

characteristics or traits that would strengthen pupil-teacher relationships.

The consensus indicates that positive, directive, and approving

verbal communications with pupils ensures a greater degree of compliance
to requests and directions by learners than negative, non-specific, and

reproving directions and requests.

Pupil-teacher realationshlps are

also enhanced by teachers who are emotionally ready to reach out to

children, unplagued by the fear that students will take advantage of
them or become spoiled, undisciplined, and unable to draw the line.

Teachers who are sensitive, warm, empathetlc, genuine, and guidance

minded are considered a positive influence in pupil-teacher relationships.

The literature and research also noted that teachers who could

develop democratic attitudes in and out of class; had a willing ear for
the students*

trials and tribulations; and showed a willingness to de-

part fro sublect matter emphasis, to be flexible in Instruction, to pur-

sue a proper balance between skill and appreciation, and to treat real-

istic problems and needs of students having all kinds of capabilities,

interests, and attitudes would find fewer problems with pupil-teacher
relationships.

Finally, literature and research indicated that the

teacher with the ability to interpret and communicate distant, seemingman
ly unrelated and irrelevant materials as far as how man deals vrlth
a
in terms that seem relevant and understandable to the student have

positive influence on pupil-teacher relationships.
level of
Some of the conditions and factors contributing to the

pupil- teacher relationships can be controlled by the school.

It would
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seem vital that a school which wanted good nupil-teacher
relationships
would also encourage good teacher -administrator relationships.

Conse-

quently, the school could structure a selection process so as to staff
its schools with administrators who possess traits that seem to support

good relationships.

It is a well-known notion that teachers have a ten-

dency to treat students as they are treated by the administrators and
other supervisory staff.

Central to the relationships between teachers

and administrators is philosophy and supervision.

The school could struc-

ture a philosophy of supervision which looks upon teaching as a creative

experience rather than a routine process; thus it would be supportive
and enhancing rather than judgemental and threatening, suggestive rather

than prescriptive, interpersonal rather than formal, and geared to

evaluations emphasizing the general, overall Impressions rather than

quantifying specific items.
The selection process could be applied to teachers as it is to

administrators and supervisors, the aim being to get teachers with as
many desirable traits as possible in the classroom to begin with.

The

supervisory philosophy would help in the acquisition of traits not al-

ready possessed.
The school could also sponsor a variety of in-service training
sessions, seminars, etc. which would help raise levels of awareness

about the impact of cultural-value orientation on pupil-teacher relationships.

Such programs and activities could feature such treatments basic

of the dominatto a variety of cultural-value orientations, an analysis

of orientations
ing cultural-value system, and an assessment of the types

held by various groups making up the school.

Such a program should ex-
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plore the possible consequences of a teacher orientation which
is different from that of the student and the types of behaviors that
are con-

ditioned by a given cultural-value orientation.

To establish a sound

foundation for such activity, the school might sponsor refresher courses
in the areas of anthropology, sociology, and psychology.

Finally, as was previously mentioned, programs and activities

attempting to change perspectives on such vital concepts as what constitutes good organization, good curricula, good behavior, and good learning is fundamental to maintaining good relationships throughout the

structural levels of the school.
Support elements.

School setting can also be controlled by ex-

ercising control over certain support elements.

As was preciously stat-

ed, support elements include the approaches, techniques, and methods

utilized in the school.

The basic approach is that of setting up condi-

tions which establish the school as an ego-supporting institution. Con-

sequently, the methods in support of this approach emphasize an orientation expressive of a concern for what happens to the human personality
in the educative process, building awareness about conditions and factors which work a decrement to the growth and development of the indi-

vidual, concept development, and structuring which is conducive to positive outcomes.

The orientation is pervasive in this dissertation.

The

review of literature and research presented many factors and conditions
upon which to build awareness.
present chapter.

Concept development is emphasized in the

A structure conducive to positive outcomes is present-

ed in the next chapter.

In short, the ways in which support elements

dissertation.
may be controlled by the school is suggested throughout the
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DesegreRatlon and Integration

.

In the category of desegregation

and integration It is difficult to determine precisely those
areas over

which the school will be able to exercise control.

Each school is

unique in its approach to desegregation and integration.

Each school is

faced with unique problems associated with the process.

Each school em-

barks on unique solutions to the problems.

As a result, the control

which a school may have is a little nebulous.

This is not to say that

there are no areas in which the school can exercise control.

Some of

the decrements to social, intellectual, personal, and productive growth

resulting from the process of desegregation and integration have a bearing on personnel administration, curriculum, direction, school-sponsored

programs, and strategies and environments for learning and teaching.

When these dimensions are affected, the school can often exercise control.

The review of literature and research has shown how segregation
and the processes to bring about desegregation may influence such things
as I.Q.

,

learning abilities, temporal orientation, motivation, aspira-

tions, self-image, concept of life-space, achievement, social competence
and confidence, sense of control, language development, anxiety and many

other additional items contributing to school success and personal
growth.

A listing of all items is unnecessary to the purpose of this

section, for this section deals with the areas for which control can
exist.

school.

First of all, the school can control the direction of the
can
In relations to desegregation and integration the school

integration.
take a philosophical stand in support of desegregation and
that it is.
Also, the school can operate in a manner which demonstrates
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as an institution, free of practices and mechanisms supportive of
segre-

gation.

Once having taken such a stand, the school can sponsor programs

which raise levels of awareness.

These programs can be structured to

facilitate the process in many ways.

Programs and activities can be

manipulated so as to show the relationships between social and class
Isolation in the schools and residential segregation, application of the

neighborhood school policy, and enrollment in private schools.

Aware-

ness programs can concentrate on conditions and factors which are viewed
as facilitating to the process; can deal with the positive and negative

effects of desegregation and Integration on the pupils, teachers, parents, and community; can present a survey of the types of programs that

have been tried and to what degree they have succeeded in bringing about
equality of educational opportunity and dignity to the individual; and
can explore the role of anxiety, group relationships, orientation of the
school, attitudes, teachers, curriculum, acceptance, approval, climate,

organization, authority relations, community participation, school composition, and attitude formation in the process of desegregation and integration.

Above all else, the school can encourage and facilitate med-

iating activity which may raise levels of awareness.

Desegregation and integration constitute one of the social realities of the times and as such it has curricular implications.

The

included as a
school can control whether the content of this process is

be handled as
curricular experience; and, if it is included, how it will
a curricular experience.

The school can also exercise control over the

curricular experiresources that are utilized in the pursuit of such a
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ence.

Newly desegregated students have needs which may be unlike the
needs of other children.
such students are treated.

The school can exercise control over the way
The right teachers can be assigned and the

right kinds of strategies and environments for learning and teaching can
be applied by the school.

Obviously, all the conditions and factors over which the school
can exercise control are not treated here.

The discussion is sufficient,

however, to indicate that schools have enough control to mediate or elim-

inate many of the decrements while at the same time they influence and

structure for incremental effects.

Prejudice and discrimination

.

The ways in which the school

might exercise control over prejudice and discrimination parallel those
presented in the category of desegregation and integration.

Basically,

little more than details change.
The school controls direction by taking a philosophical stand
aimed at ridding the school of prejudice and discrimination.

Leadership

is controlled indirectly by virtue of the fact that the activities assoc-

iated with such a stance may spill out into the community and catch on.

The school then supports its philosophy by demonstrating that it operaof
tes in a manner which emphasizes its commitment to the elimination

prejudice and discrimination.
and disThe school helps control the transmission of prejudice

workshops,
crimination by developing awareness programs presented through

seminars, packages and other appropriate learning media.

Such programs

discrimination, the
deal with the sources and causes of prejudice and
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the factors which contribute to the perpetuation of prejudice
and dis-

crimination, and what social conditions facilitate prejudice and discrimination.

Appropriate for part of the awareness program would also be

treatments of roles played by commercial media, stereotypes, schools,
attitudes learned from others, curriculum, publishers, and uniformity.

A variety of skill development sessions could focus on how to
get to know children and their problems, how to assess the extent of

one's own prejudice, how to break down rationalizing defense mechanisms,
and how to recognize prejudicial attitudes and behaviors for what they

really are.
Obviously, no awareness program would be complete without pointing out the detrimental effects of prejudice and discrimination on

children.

The review of literature and research has pointed out the

relationship of prejudice and discrimination to such things as performance in school, anxiety, attitudes, human relations, intellectual im-

pairment, self-acceptance and acceptance of others, perspective, incongruity, injustice, denial of satisfaction in life, self-concept, rejection, and many others.
As with other areas, the school controls the nature of offerings
in its curriculum and the strategies and environments in which the mater-

ial is learned and taught.

Each of these elements is subject to the con-

can
trol of the school, and it is through this control that the school

discrimiexercise considerable influence in breaking down prejudice and

nation.
and
In a like manner, the school controls concept-development

such control also influences how students are treated.

Finally, the
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selection and assignment practices can be controlled in such fashion
as
to ensure that appropriate personnel staff the school.

Summary

An examination of circumstances, factors, situations, etc. shows
that certain areas of background factors, culture and values, school

setting, desegregation and integration, and prejudice and discrimination

can be controlled by the school through direction and leadership, flexible organization, varigated curriculum, varied strategies and environ-

ments for learning and teaching, personnel administration, scheduling,
social role, concept-development activity, and awareness programs.

Such

control constitutes structure designed to eliminate or mediate the de-

bilitating effects of these factors, situations, and conditions on the
students.

The various activities, programs, and demonstrations could

submit to a plan for Inclusion in the school program.

Partially or Indirectly Controllable
Circumstances and Factors
Partially or indirectly controllable circumstances and factors
are those which a school can control as a result of long-term effort

and/or working through other individuals, agencies, and institutions.

Essentially, the school exercises its control by sharing in the problem-

solving process.

The problems it seeks to solve are those which require

attack if the school is to fulfill certain commitments it has to its
students.

However, the school seeks extra-school help with the solu-

the expertions because it recognizes that it has neither the power nor

tise to bring about soultions by Itself.
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As was done in previous sections, this section will focus
on

categories.

From each category this writer will pull circumstances and

factors vrhich are believed to be partially or Indirectly controllable.

Background factors

m

.

The school can do little that vrill result

immediate improvement in school success of students as

a

conseouence

of low social, occupational, economic, and health status; neighborhood;

and family and home conditions.

The review of literature and research graphically portrayed the

debilitating effects of these conditions and factors on the student.
Students who were subject to low status, poor environments, and deprived

family and home conditions suffered decrements in I.O.

,

learning abilit-

ies (basic and special), achievement, motivation, health, life space,

self-concept and esteem, aspirations, language development, social and
academic adjustment, and a capacity for human relations to list a few.

Because these effects are those which are directly attributable
to social class, economic status, neighborhood, health, family and home,

and occupational status, the school finds itself with neither the povrer

nor the expertise to do much that will immediately relelve the situation
and reverse the consequences.

Obviously, schools hope that their pro-

grams ultimately lead to mobility in these areas, but such influence is

measured in decades rather than months.
The alternative for the school is to take hard philosophical
role.
stands; act as an agent of mobilization, and broaden its social

society; it
In short, the school must lead society rather than follow
of society.
must set the norms of society rather than reflect the norms

Culture and values.

It may appear incorrect to treat culture
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and value as partially or indirectly controllable when it has already

been treated as both controllable and uncontrollable.

This, however,

occurs because orientations reside in people in varying degrees of internalization.

Some people have Internalized an orientation so deeply

that they can conceive of no effect resulting from this orientation as

being anything other than as it should be.

The mind is closed and no

amount of effort the school can provide is going to raise levels of un-

derstanding and appreciation about differing orientations.

These people

are uncontrollable and the effects of their orientation will be felt by
the student.

Other people have orientations which are so shallow in

their Internalization that these people appear to be vrithout direction.

The mind is open and effort on the part of the school can enhance under-

standing and appreciation of differing orientations.

These people are

controllable and the added understanding and appreciation that results
from school efforts may result in positive effects on students,

^-inally,

there are people running the spectrum between these two polar types.

With these people it is a matter of how long it will take to develop an
understanding and appreciation of differing orientations.

It is because

of this last type that treatment of culture and value must be included
as a condition or factor that is partially or indirectly controllable.

controlAs was true of culture and value when it was treated as
aimed at
lable, this section also recommends school- sponsored activity

changing perspectives rather than people per se.
the length of the effort.

The difference lies in

Because it is not known how long it will take

take effect, because it
for the programs and activities of the school to

perspective has changed, and beis not known when and to what degree
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cause it is not known (other than through retirement) when
and how many

openings will be available for the insertion of people who already
have
the desired perspective, a program aimed at building perspective
in the

hope of softening the effects of a hard-line orientation must be structured so as to be on-going.

Video tape would be appropriate for much of

the content of culture and values.

How a given cultural-value orientation affects the student was
adequately covered in the section treating controllable circumstances
and factors.

It is sufficient to state here that efforts in the cate-

gory of culture and values

— introduced

by the school to bring about an

awareness, a vitalized curriculum, and a staff with people having a

proper understanding and appreciation for different orientations

—must

be structured to cover a relatively long span of time.

The thrust of the school is not to change the cultural and value

orientations of people.

Rather, the thrust is to understand and appreci-

ate that difference is benificlal, that coping with difference promotes

social confidence and competence, and that an understanding and appreci-

ation of difference holds great hope for greater harmony and concord
among all peoples.

It may as well be faced, diversity is a fundamental

characteristic of the universe.
School setting

.

In the category of school setting, school comp-

osition and pupil— teacher relationships should be considered partially
or Indirectly controllable by the school.

School composition.

The school population is made up of students

occupational
from homes having differing social, economic, health, and
and home condistatus; differing neighborhoods; and differing family

tions.

The poorer these conditions, the greater are the
effects of these

conditions on the student.

The literature and research shows the effect

of these conditions and factors as they relate to elements
of school suc-

cess.

The consequences of these conditions and factors were again re-

viewed as an area considered uncontrollable because they were not directly and immediately controllable.

The fact of the matter is that

school composition is also partially and directly controllable.

School

composition can be changed by elevating the social class, economic
status, health status, neighborhood, and family and home conditions of

parents.

The problem of how the school goes about elevating status and

improving conditions addresses itself to method and time.

Present

efforts made by the school in this direction are laudable but of rela-

tively meager immediate consequences.
fires as the forest burns.

The forces are fighting brush

A program of greater scope exercised over

a

long period is needed if schools are to stimulate correction of initial
causes.

Economics, social conditions, and prioritizing are representa-

tive of initial causes to which schools must address themselves; and
they must do it through leadership, goal orienting, and mobilizing.

Leadership may be provided by the titular head of the system but only to
the degree that he is representative of the stance of the institution, a

stance supported by institutional philosophy which dictates hard, courageous stands on controversial Issues, a stance ensconced in a commit-

ment to equality of opportunity and the dignity of the individual.

Goal

the inorienting as part of the program simply means determining what

word and deed
stitution should stand for so that incongruities between

.

178

may become fex^er or less pronounced.

Mobillzinp, indicates effort ex-

pended to focus all human and material resources of
an extra-school nat-

ure on the solutions to given problems.

Collectively, such activity

amounts to a new and expanded social role for education.

This is how

school composition can be controlled over an extended period of
time.
This is how the harmful effects of a given school composition mav be

corrected

Pupil- teacher relationships.

The necessary aspects of pupil-

teacher relationships were treated as controllable.

It appears again as

partially or indirectly controllable for the same reason that culture
and values are placed in both areas; that is, changes in pupil-teacher

relationships are related to changes in people.

It is not knovm exactly

how long it will take to change or replace people having aualitles and
actions detrimental to good relationships.

Consequently, the program

previously recommended for improving pupil-teacher relationships remains
the same for a change in structure allowing for quick re-use of desired

elements or for the use of the program over a long period of time.

Desegregation and integration

.

Where desegregation and integra-

tion were discussed as controllable, emphasis lay with a supportive

philosophical stand, operation of a school in a manner representative of
its commitment, development of awareness programs, curriculum enrichment,

teacher selection and deployment, and the implementation of strategies
and environments responding to the needs of the students in the desegre-

gation/integration process.

Obviously, such approaches, techniques, and

programs continue on over long periods of time because here, too, as was
adjust to
the case many times before, it is people that require time to
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new input.

This is also the reason why programs
associated with facili-

tating the process of desegregation and
integration must be flexible

enough to serve one-shot, repeat, or extended
programming.
Fully as important, however, is the program of
the school which
reaches into the community.

Many issues related to achieving real inte-

gration remain unsettled.

Bussing to achieve racial balance is an issue

which remains outstanding.

Again, the school must take a philosophical

stand on the best information and insight it has gained through
searching.

The school can utilize its research and development department in

this exercise.

The scope of school Involvement goes well beyond the bussing
issue however.

The school must extend its scope of involvement to in-

clude mobilization of extra-school resources to act upon such things
as the segregation in real estate and health care.

Again, this demands

an expanded social role for the school backed by philosophical stamina
and practical expertise.

Prejudice and discrimination

.

Hardly anything could be added in

the category of prejudice and discrimination that has not been said in
the treatment of segregation and integration.
It is true, however, that prejudice and discrimination are more

difficult to deal with and therefore require longer periods of time for
given programs to take effect.

Prejudice resulting in discrimination is

an attitude, and attitudes are difficult to change.

The person who is

forced to co-exist with another does not necessarily change his attitude
about that person.

There is little room for the continued use of a

power model to .produce a change in attitude.

This realization eliminates
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rather than applies.

There are alternative models for change,
but which

is best for producing change in

attitude?

It would seem an appropriate

school-sponsored program to find out, hire in the team best
qualified
to implement the model, and embark on a school-wide program
aimed at

reducing prejudice.

Summary

There are certain conditions associated with background, culture
and values, school setting, desegregation and integration, and prejudice
and discrimination which the school can control to alleviate their det-

rimental effects on students, but the school must do so with or through
the aid of others and over long periods of time.

As a result, the

.

school responds by developing on-going programs aimed at continually
raising levels of awareness about conditions and factors Interfering

with the growth and potential for school success among students.

The

school also responds by introducing mechanisms and structures in the
school which assure

-a

compatability between word and deed.

activity is more or less confined to the school.

This type of

However, to correct

other conditions and factors, the school finds it necessary to engage in

activity outside the school.

Such activity Involves encouraging the aid

of others in the solutions to problems and issues which affect the stu-

dent.

In so doing, the school assumes a new and extended social role.

Foundations

The basic aim of this study was to design a program of varied

strategies and environments for learning and teaching which would im-

prove utilization of unstructured time within the school day and provide
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anxiety-reducing experiences which are conducive to
improved human relations; true integration; and a healthy, democratic
environment.
To accomplish such a task it became necessary to
determine which

environmental conditions and factors contributed most strongly
to a decrement in growth and educational success for students.

Once this was

decided, research and literature was reviewed to determine the
precise

effect of these conditions and factors.

Armed with a set of causes and

their effects, it became a matter of determining which causes could be

controlled through school activity in the form of practices and programs.

Having established that some conditions and factors are control-

lable, the next step was to ascertain how.

The preceding sections of

this chapter proposed approaches, programs, and activities which might
help. It now becomes a task of synthesizing all of these proposals in an

attempt to generate approaches, programs, concepts, etc. which cut

across all circumstances and factors.

These common elements should pro-

vide a foundation for structuring an environment more conducive to
growth and success.

It would seem, from the material thus far presented,

that the foundations for structuring an appropriate environment for stu-

dents would involve an extended social role for the school; the develop-

ment and presentation of awareness programs; the development and impart-

ation of facilitating philosophy, concepts, and structures; the development of a transition model which serves both as a vehicle for experi-

mentation with, and assessment of, ideas and structures; and a willingness to make the plan (model) operational.
Extended social role

.

The nature of some environmental condi-

tions and factors Indicates that a school, in serving the needs of its
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students, must commit Itself to a greater
and more sophisticated social
role.

The rationale for an extended social role
lies with the reality

that the school by itself has neither the
power nor the expertise neces-

sary to influence larger agencies into motion
that will result in accom-

plishing long-range goals that will significantly
raise status and en-

vironmental levels of certain individuals and groups to the
minimal
standards necessary for growth and school success.
ple, should have an equal opportunity to be

neurological network

— the

Everyone, for exam-

bom with

a fully developed

basic equipment necessary for the acquisition

of skills, abilities, and aptitudes that contribute to school success.

Extension of the social role of the school will involve broader
and more powerful participation in the political arena.

Any effort bent

on upgrading the socio-economic composition of society requires organiz-

ation and purpose which is willing and able to take hard stands on both

philosophical and practical grounds.

Initially, a more coercive model

for change must be employed by educational leadership if the institution
is to adequately represent the needs of present and future students.

The relationship between present and future programs sponsored by large
agencies and the accomplishment of long-range goals of direct and indirect benefit to the present and future student must be made clear to

and supported

all concerned.

,

To become involved in such a capacity

requires sophisticated and quick-processing machinery for providing data
and making evaluations.

With system approaches and technology to sup-

port decision-making on problems and issues such as bussing, welfare,
and medicare, the school may move faster and with greater influence on
larger control agencies.

If this were to happen, action on basic condi-

.
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tions and factors affoctinc students mi^ht be addressed with
a more en-

lightened perspective.
An extended social role for the school also reouires greater
leadership, expertise, and sensitivity throughout the profession.

Such

characteristics start with raising levels of awareness about background
factors which produce debilitating conditions for students.

Although

the attack on raising levels of awareness should proceed on several

fronts simultaneously, the initial focus should be on develoning pro-

grams for educating teachers and administrators.

"Tn position" teachers

and administrators can be processed through a variety of in-service pro-

grams sponsored by the school system.

Raising levels of awareness among

prospective teachers and administrators, however, is a more perplexing
The relationships which exist between preparatory institutions

problem.

and schools is presently strained and for schools to start prescribing
the regimen to which prespectlve teachers and administrators should be

subject will only add more strain.

Ways must be found to break down the

autonomy, aloofness, pedantry, and unresponsiveness that the prenaratory

institution enjoys; and leadership in the school must make a greater
effort in the direction of cooperation with the preparatory institutions.

Once better relationships and communications are established, perhaps a
regimen productive of leadership, awareness, and sensitivity may be introduced.

The aim of the extended social role is not to dictate.

Fath-

er, it is to adjust all conditions which have a negative impact on the

student
An extended social role must also encompass some real soulcompetence
searching within the profession, particularly in the areas of
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and accountabirity.

The profession must call a halt to the nerpetuation

of its own incompetence.

The profession should start by disallowinp. the

inclusion of a '’gradfather clause" on each piece of new legislation
that is designed to up-grade the nrofession and by purging itself
of

stubborn adherence to some of the antiquated, security-bound tenets of
the tenure law which makes it possible for some individuals to coast
J

blithly along

a.t

themselves as

al

sub-professional levels while others must over-extend
consequence of another's slack and lack.

Education is

accountable to ^he student more than to anyone else, and it is inconceivable to think; of an extended role for the school vrlthout first weeding
¥

the ranks of those

vrho

have little inclination toward seriously fulfill-

ing the social ^role attributed to education in the first place.

In

i

short, it is difficult to ask the larger system to clean up its house
4

when the sub-syfetem wallows in a pig sty.
An extended social role for the school must turn the school out-

ward into the cpmmunity and attempt to lead rather than follow.

Leading

I

a community implies setting norms rather than reflecting them.

Leading

implies influente in setting community goals rather than having goals
I

prescribed for the school to follow.
Turning^ outward into the community means communicating philoso-

phical stands on issues having their foundations in the failure of man
and his agencies and Institutions to embrace the tenets of great philo-

Sophies, religions, and governmental bodies.

The school should become

a force in mobilizing man and his institutions to live up to their pro-

fessed beliefs ^nd to fulfill the promises of life in a democratic society.

'

i

i
t
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An extended social role involves coimnunicatlng the displeasure
of the school with current social ills, and it must support
such dis-

pleasure with approaches designed to eliminate segregation, prejudice,
and discrimination and all the injustices associated with such ills.

In

so doing, the school must look forx^rard with pleasure at becoming the

control vehicle for social mobility as well as for enhancing the self
respect of deprived minorities.

Turning outward into the community also means sponsoring activities and programs which serve to mediate conflicting views, to work on

common problems, and to have fun in an environment conducive to interaction and to growth in human relations.
Awareness programs

.

Fundamental to any attack on conditions and

factors which have a detrimental effect on the growth and educational

success of students is an awareness that there are such debilitating

circumstances and factors in the environment.
can stem further awareness.

From this basic awareness

Awareness of forces and causes, awareness

of effects and consequences, awareness of associated processes, aware-

ness of associated roles, awareness of the degree of controllability,
and awareness of alternatives open to the school in combating the ef-

fects of circumstances and factors all flow from a basic av/areness.

The content of awareness programs is as varied as the conditions
and factors having an Influence on students.

Content stemming from this

study would be derived from background factors, culture and values,
and disschool setting, desegregation and Integration, and prejudice

crimination.

treatKore specifically, however, content might include

social class;
ments of the relationships between educational success and
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economic, neiRhborhood , occupational, and
health atatus; family and
home; racial and ethnic stock; degree of
Isolation; concept of life

space; personal attitudes acquired by association;
concept of learning;

pupil-teacher relationships; and many others.
The methods of imparting awareness throughout the
school and

community are many.

Components of the program should be sufficiently

flexible for use in the classroom, teachers' meetings, seminars,
workshops, or community meetings.

The setting in which a given school cho-

oses to present the material is optional.

Program components should be flexible in medium and time span.
Components could be multi-leveled and designed as a lecture, a discussion, a learning package, a film strip, a simulation exercise, or a

videotape presentation.

It is advisable, however, to design the compon-

ents in small cohesive wholes so they can be presented as a one-shot

program, a repeat or recycling mechanism, or an extended program.

Each

component should Include support elements for stimulating broad partici-

pation such as discussion, role-playing exercises, and concept-clarifying mechanisms where practical.

Support elements should also include

suggestions for the taking of surveys so that participants can determine
the extent to which a given condition, factor, or consequence may be

functioning in the school.

Suggestions for research should also consti-

tute part of the support element.
In the implementation of the awareness program, every effort

should be made to keep it flexible and voluntary.

To do otherwise would

contradict behaviors being recommended to teachers in the handling of
students.

—
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^acilltatlnR concepts.

Drawing on the review of literature and

research, it becomes apparent that certain ideas are basic if
a school

wishes to structure an environment which will be responsive to the
many
and varied needs of students.

Concepts help clarify postures

»

behav-

iors, and actions which facilitate the operation of the structure.

The

following chapter constitutes a conceptualized plan which embraces phil-

osophical positions, organizational patterns, and concepts which may

eliminate or mediate some of the environmental circumstances and factors which interfere with school success.

It is necessarv, however, to

outline some critical ideas which the survey seems to suggest.
Orientation.

Orientation of the school holds the key to direc-

tion in the treatment of students.

Orientation attempts to strike a

reasonable balance between emphasis on subject matter and emphasis on
socialization.

Emphasis on subject matter directs the school toward

concern for how much and with what degree of excellence a student sponges up English, math, science, or what have you.

tion directs the school tox^ard concern for
ual in the school setting.

happens to the individ-

Pressure for content possession of a fund of

knowledge is softened in favor of process
learning how to learn.

X'^hat

Emphasis on socializa-

— ability

to think or skill in

It appears from the literature and research that

the school should support an orientation

x<7hich

can produce an outcome

depicted by Carl Rogers, rather than a factual giant.

Rogers sees the

outcome of education as
a person functioning freely in all the fullness of his
organismic potentialities; a person who is dependable
in being realistic, self-enhancing, socialized, and ap-

propriate in his behavior; a creative person whose specific' formings of behavior are not easily predictable; a

188

person who is ever-changing ever developing, always
discovering himself and the newness in himself in each
succeeding moment of time.^
,

Diversity.

Given the demands placed upon the school in satisfy-

ing all the needs of students, a disposition toward diversity
as opposed
to uniformity seems a better course for operations in education.

posture appears to be the dictate of literature and research.

This

Personnel

must become convinced that diversity in education will support environments and strategies that "release" students while uniformity in education will support environments and strategies that "restrict" students.
It is hoped that personnel will come to realize that people like O'Reilly,

Kilpatrick, Deutsch, Clark, Zintz, Bibby, Trager and others may have

cause for concern when they observe that adherence to uniformity fails
to meet the needs of all students by carrying on a routine school acti-

vity based on a generally accepted pattern of what constitutes

a good

school; falls to provide opportunities for students to reach full stat-

ure by preventing full group relationships; falls to promote positive

reinforcement by limiting the approaches employed; falls to develop an
Integrated, haraonious group life that encourages growth and respects

freedom by placing high value on uniformity in general; fails to culti-

vate the emergence of individual creativeness. Independent thought and
action, and maximal development by conforming to rigid, uniform school

standards; and fails to reduce anxiety by exposing students to uniform

practices which are basically unfair when applied to all students in
like fashion.

Supporting such a view in no way strikes an alliance with the
organizations
radical element in public education for such professional
i

^
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as the National Association of Secondary School
T^rlncipals and various
coraraittees under the sponsorship of the federal
government have also

been concerned with the lack of diversity in education.

The President’s

Science Advisory Committee, for example, has stated:

There is a great diversity in the American educational system—
but not enough.
For example, despite interesting experiments
in advanced placement, there is still too much emphasis placed
on a particular number of years of schooling there are some students for whom this number is too many, and others for whom it is
too few.
There is no reason to expect every student to need
twelve years to graduate from college. Experience has shown
that some able and well-adjusted students can save two or more
years out of the sixteen-year program without loss. Others may
well and profitably study for a longer period to attain the
same goal. Moreover, within a school year there is relatively
little freedom of scheduling in school or college. Most subjects are purveyed on some kind of regular calendar which
allots roughly the same amount of time to each, which appears
with the same periodicity and which Ignores differences in
learning needs or methods, or in the importance of the subject.
Students differ widely in ability and in motivation. The
number of years in school, the rate of progress, and the material covered should be determined by the capacities of the
Individual student, not by the capacities of the average student or by the mere chance of there being other students similarly endowed to constitute a class. It is especially important to enhance the opportunities for the most gifted student.
He can do some things that the less gifted can never do. He
should not face obstacles in learning to do them. Where state
or local practices or requirements conflict with these goals,
they should be changed.

—

In essence, all the arguments at one's disposal must be used to

get both subordinate and superordinate personnel to see that diversity

must become a valued characteristic of the school program.
Organizational flexibility.

Literature and research suggests

diverthat flexible organization is but an extension of the concept of
sity.

organized
This would suggest, in turn, that schools should be so

things as program,
as to allow for optimal choice as it related to such

environments.
schedule, grouping, experiences, pace, scope and sequence,
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associates, teachers, activities, expectation levels, and
evaluation.
Such choices would be impossible without flexible
organization.

Administrative practices emphasizing numerical accountability for all
students at all times and in all areas would have to be softened in favor of general accountability and faith in the feeling that ninety-five

percent of the students are behaving in a responsible manner.

Alterna-

tive environments with no specified limit on how long the student has to

live v;ith the environment he has chosen would have to be provided.

Pass-

es to control flow would have to be deemed incompatible with the philos-

ophy advanced and an unnecessary burden for teachers.

Subject matter

would have to be viewed as open-ended so a greater variety of educational pusuit would be available to students with a curiosity.

Facilities

and materials compatible with given learning styles would be looked upon
as a necessary enhancement of the student's program of selected acceler-

ation.

Classification procedures would be based on potential for achiev-

ement rather than on age or group designation.

The criterion for engag-

ing in independent study or any other non-class pursuit would simply be

that a student (any student) be broadly and deeply curious about a par-

ticular subject or area of ideas.

Curricula would be enriched and plac-

ed in motion through the constant practice of "plugging in" and "unplug-

ging" a variety of programs generated by the total educational community
and featuring the human and material resources available in that school

and community.

Such flexibility, however, does not preclude restrictions.

The

he
student makes the choice of what he wants to do and the environment

subject
wants to do it in, of course; but upon making that choice, he is
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to rules which are based in towo tenets;

1)

He must not deprive another

of his right of property, and 2) he must
not transgress upon the rights
of another in the pursuit of his ox^m fulfillment.
It is implied that flexibility of organization
will allow for

structures and experiences which reduce pressure, boredom,
conflict,
and anxiety.

With such elements reduced there is greater chance for

grovTth and success.

Varied strategies and environments.

The literature and researsh

indicates that different environments and strategies for learning and
teaching bring about differences in achievement; social acceptance, confidence, and competence; motivation; interaction; intellectual development; and many other increments related to growth and school success.

This appears consistent with the notion that there is no one way of
teaching and no one environment that is applicable to all students.

Learning styles differ; therefore, teaching styles and strategies should
differ.

Strategies include varied group sizes for differing purposes;

Independent and individual study; study centers for viewing, reading,
and listening; continuous progress materials; learning packages; varied

methods and approaches; varied methods of evaluation; varied schedules
and programs; varied pacing; and many other elements which cater to indi

vldual need, maturity, and personality make-up.
Personality make-up's differ; therefore, environments should dif
fer.

Environments may run the gamut from structured to unstructured

and restrictive to permissive as long as the student has a choice.

The

point is, schools should build a repertoire of strategies and environ-

ments to "customize” student life and individualize for process.
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Pupil-teacher relationships.

The quality of pupil-teacher rela-

tionships desired is indicated by the orientation
of the school.

All

personnel -must become accustomed to the notion that
concern lies with
what happens to the child in the school setting.

Teachers are expected

to become acquainted with the causes of
breakdown in pupil-teacher rela-

tionships, to become acquainted with techniques which
improve human re-

lations in general, and to develop a concept of what constites
good behavior.

Obviously the relationship desired is one which is wholesome

and positive; one which is characterized by cooperation, friendliness,
trust, and genuineness; one that shows mutual concern and respect for

the feelings, thinking, and actions; and one that elicits achievement

close to the level of potential without coercion.
Teacher role.

How the teacher views his role is important.

teachers view thair jobs as that of helping students with process
to learn

—

,

If

— how

that of helping students to "get" an education rather than

to be "given" an education, and that of helping students to find answers

for themselves through skillful questioning and guidance on their part,
a very good start in the right direction has been made.

A teacher must

not view himself as just another employee teaching classes in an educa-

tional assembly line.

Rather, he should view himself as engaged xd.th

others in a creative experience.

He must look upon himself as part of

an administrative team responsible for programming and scheduling as need
dictates.

The teacher must feel that he has a reservoir of knowledge

which he can put to good use while making the student feel that it is a
joint learning experience.

The teacher should look upon himself as one

who opens doors by utilizing his knowledge and skills to the point of

.
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Retting out of the student's way when he seeks to
release, quest, and
discover
Discipline.

In the event that personnel hold to a concept
of

discipline that is somewhat traditional— that is, that
kids are here

to

learn subjects and other dogmas consistent with the
middle-class orient-

ation—, that concept

of what constitutes good behavior must be
modified

to more closely coincide with the views held by Hymes
and others who

soften the approach.
firm

*

This does not mean that the traditional tenets of

fair , and consistent treatment no longer apply.

It does

mean that fairness becomes emphasized and that consistency is maintained
in relation to the individual rather than the group.

All elements are

tempered with a greater knowledge of environmental and background factors that shape behavior, with a realization that whatever behavior is

elicited by a given student may be completely consistent with his life-

style and value orientation, and with a greater faith in the notion that

ninety-five percent of the time ninety-five percent of the student population is functioning within the acceptable range of conduct.

For too

long, too much energy and Imagination have been dedicated to devising

programs, procedures, approaches and schemes to trap the disciplinary
deviate; such energy and imagination are needed for the generation of

programs paying bigger percentage dividends.

Fundamentally, the concept

of discipline to be used should be one that is flexible

— flexible

in

that it exercises a variety of corrective measures based on a greater

knowledge of cause and effect, in that it employs a variety of techniques for sharing the responsibility for acceptable behavior with others
such as parents and students, and in that it releases to self-direction
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in direct proportion to
growth in student acceptance
of responsibility
and to growth in
teacher/admlnistrator faith.

Learning.
ing to

A concept of learning that
embraces the idea of learnrather than learning about is
central.
The process is

strengthened and further facilitated
if the faculty and staff
also beleive that learning should be
open-ended, more visible, more
conceptcentered, and more flexibly structured.

A belief in open-ended learning will
allow students the opportunity to go beyond the ordinary scope
of each subject by offering
al-

ternative activity during and/or following
the formal course orocedings.

A belief that learning should become more
viable— through more meaningful accomplishment—will help Introduce
student mobility by allowing

automatic advance and/or in-depth study whenever
the student is intel-

lectually ready.

A belief in concept-centered education will stimulate

greater use of a more problem-oriented approach of
which a student may
avail himself outside the structured time element of
his program.

A be-

lief that learning should become more flexibly structured
will help by

giving impetus to a program of developmental activities based
on a stu-

dent’s level of achievement so that he can make progress in many
areas.
Generally speaking, emphasis must be on young people as individ-

uals and programs tailor-made for them.

Able students must not be forced

to wait, and less able students must not be obliged to move ahead ready

or not.

It is desirable that learning not take place in response to

parental and teacher approval or to

t3rpes of

behaviors and marks allow-

ing for entry into college, but in response to a genuine desire to dis-

cover and quest.
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Curriculum and subjects.

As has previously been stated,
the

curriculum refers to the total experience of
the student as a result of
exposure to the school setting.

Such a concept includes the formally

educative experiences of the classroom and the
informally educative ex-

periences of the co-curricular activities.

Also included as a curricu-

lar experience are the relationships which the
student experiences as a

result of contact with school personnel and students.
As far as formally educative experiences are concerned, the

emphasis remains with the basics.

Learning discontinuities are minim-

ized through continuous progress techniques and individualized program®lrig

based on achievement.

variegated and meaningful.

However, subjects do make the curriculum

A subject becomes any intellectual activity

a student can pursue with profit and pleasure.

The curriculum is more

meaningful as a result of the definition of a subject, but it is also

more meaningful through an attempt to make learning more viable, to make
accomplishments more meaningful, and to permit mobility wherein students
are allowed to advance whenever they are Intellectually ready.

The cur-

riculum is concept-centered in that education becomes more problem-oriented.

The curriculum is flexibly structured in that it is based on a

student’s level of achievement so that he can make progress on all fronts.

Independent and individual study.

Neither of these strategies

must be considered a novel or gimmicky feature of educational practice,
but a genuine strategy with significant value in the education of stu-

dents.

It is helpful if personnel view independent study as an option

for all students rather than only for those who have distinguished them-

selves scholastically.

To open the strategy to all has psychological
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implications which may lead independent study
into the prestiRious position of being an academic way of life.
One of the poorest lobs done in
public education is that which deals with
process; it is just not an out-

standing characteristic of schools to emphasize
developing power to
think and skill in learning how to learn,
particularly on the student's

own Initiative.

The main requirement in the selection of students
to

engage in independent study is that he have a wide, deep
interest or

curiosity about a particular subject area or ideas and that
he have a

desire for competence and a willingness to drive toward fulfillment
of
dimly perceived capacities.

New environments for learning hope to stim-

ulate student excitement about new-found intellectual freedom, flexibility, challenge, variety in place of restraint, and open-ended rather

than lockstep education; and it is also hoped that the student

will

learn to think in greater depth as he organizes and directs his own
learning experiences in the strongest climate for aspiration possible.
Individual study must be viewed as an Important aspect of the
team teaching approach wherein the emphasis is placed on study rather

than independence.

Like independent study, however, it is implemented

to foster curiosity and support that curiosity with the option for stu-

dents to do research, experiment, examine, read, investigate, and consider evidence.

Student responsibility.

The idea that students can assume

greater responsibility than traditional practices have allowed is helpful.

Such an idea implies an understanding of the fact that the ability

to assume responsibility differs from individual to individual and group
to group and that the degree of freedom allowed to exercise such respon-
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sibility should be set at the lower-or mid-point of the
range but with
a degree commensurate with the assessed responsibility
level of the in-

dividual or group no matter where the fall point on the spectrum
may be.
The idea also implies a degree of liberalness that encourages
experimentation.
Present use of time in the student's program fails to capitalize on the potential vested in a disposition to allow students to assume

responsibility commensurate with their intellectual development and
maturity.

Preferences for given patterns of organization, emotional

hang-ups of all kinds, and a vague fear over loss of control must be reduced so that student involvement in the decision-making process, the

problem-solving process, and the developmental process can be increased.
Moreover, these same deterrents inhibit the opportunity for students to
engage in self-pacing, self-directing, self-motivating, and self-evalu-

ating activities.
The plan which has been introduced in Chapter IV partially aids

with greater student involvement by advancing the proposition that the
student has a significant stake in his own education and backing it with
a variety of activities demanding an assessment of the responsibility

level of an individual or group and then allowing the activity to be

pursued should the individual or group be sufficiently responsible to

profit from the experience.
It is obvious that it would be helpful if a cooperative spirit

pervades the faculty and staff, for the student is allowed to exercise
greater control over the scope and sequence of his educational experithe type of
ences, greater control over the level of his involvement and
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activity he wishes to pursue, greater control over selecting
the group

with which he wishes to go beyond the boundaries of

a given course.

The whole idea is predicated on offering the student a level of
freedom that is conducive to development in all educational dimensions;
on offering the student an opportunity through discovery and quest; and
on offering the student an environment wherein he is encouraged to asses
his own level of intellectual maturity and act on the basis of that
assesment.

The faculty and staff that demonstrates a faith in the abil-

ity of students to do these types of things with profit is not only

helpful but necessary.
Dropout.

If a dropout is considered to be only that student who

leaves school physically, no education scheme will be optimally effective.

The concept of dropout must extend to a consideration of those

students who drop out of school emotionally and intellectually because

inappropriate environments and strategies for learning and teaching prevail.

This point is made because an extended concept of what constitutes

a dropout is an indication of the depth of concern harbored by the fac-

ulty and staff.

Concern is basic to proper treatment of students.

Priority.

established.

A definite priority for the operation of a school

is

The concerns of pupils and teachers should be given top

priority, followed respectively by the concerns of administrators, parents, support personnel, and the non— parental public.

It is a fettlsh

with this writer to decry the loss of educationally worthwhile programs
inconvenience,
in the behalf of students because the programs worked an

cafeteria
hardship, and/or philosophical counterpoint to a bus driver,

worker, or janitor.

polThis disastrous situation rests squarely with
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Itical orientations that prevent school
boards from operating in the
best interest of students.

Teachers and administrators are too busy

with developmental processes to be bogged down
in mediating non-plthy
conflicts or buttering up lower echelon school
philosophers and administrators.

Summary

A synthesis of all proposals advanced to reduce the detrimental
effects of certain environmental conditions and factors results
in key
roles, programs, and concepts which might characterize an overall plan

designed to allow greater student growth and educational success through
structuring a desirable environment.
These key roles, programs, and cone epts-^ref erred to as "found-

ation"

— Indicate

that a school desiring to develop a plan which elimin-

ates or reduces environmental decrements to growth and educational suc-

cess should extend its social role, develop an awareness program, and

advance certain facilitating concepts.

Such facilitating concepts as

diversity in approach, flexibility in organization, varied strategies
and environments for learning and teaching, pupil-teacher relationships

based on genuineness and concern, teacher role as a creative experience,

discipline as flexibly applied in relation to background, learning based
on doing and featuring the concept-centered and open-ended approaches,

curriculum as a total experience which is meaningful and varigated yet
emphasizing basics, independent and individualized study as a genuine

learning strategy, student responsibility founded in level of intellectual development and maturity, drop-out as anyone who has been "turned-
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off’ educationally, and priority as serving
initial purposes.

Foundations also calls for the development of a
transition nodel
and a willingness to implement the model.

Chapter IV presents the model.

FOOTNOTES
Carl Rogers, ed.. Freedom to Learn (Columbus, Ohio: Charles
Publishing Company, 1969), p. 295

President’s Science Advisory Committee, Education for the Ae
(Washington: U. S. Government Printing Office, 1959), p. 13
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CHAPTER

I

V

A CONCEPTUAL PLAN FOR THE UTILIZATION OF

UNSTRUCTURED

TIIIE IN

THE SUBURBAN

high school

Introduction

A conceptual plan for the utilization of unstructured time in
the suburban high school is founded in the belief that an
individual is

changeable and that the product of change is largely a matter of harnessing, or structuring, controllable environmental conditions and factors.

This chapter presents the components of a plan for structuring

controllable conditions and factors to produce desirable outcomes.

Also

presented in this chapter are the reasons for devising a plan of a given
tvne, for thinking in terms of change, and for Introducing some alterna-

tive to the traditional structure.

Finallv, this chapter suggests

schemes for governance of the plan and for becoming operational.

Basic Idea, Strategy and Rationale

Structuring the environment

.

The basic idea undergirding this

dissertation is that the student interacts with his surroundings and, as
a result, much intellectual functioning and other human behavior is de-

termined.

The Individual is partially a product of his environment.

Such a position in no way discounts the idea that genetic inheritance
plays an important role in the individual's potential and development;
the position simply recognizes that there is another dimension having an
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impact on the individual.

A second relevant idea is that the environmental
circumstances
which form the mind and heart of an individual are
changeable and modifiable.

If a given set of environmental circumstances
produce an effect

which is undesirable, it follows that a second set of environmental
circumstances could produce an effect which is desirable.

works hand-in-glove with the law of cause and effect.

Such an idea
It would seem

logical, then, either to replace the first set of circumstances with the

second set of circumstances or modify the first set to produce the same

desirable effect as did the second set.

In the school setting this

means that the control of outcomes can be accomplished by structuring
circumstances through the manipulation of environments and strategies
for learning and teaching.

The plan presented here attempts to struc-

ture environments and strategies for learning and teaching which will

effect a transition leading to heightened intellectual functioning, more

positive human relations, and a lessening of anxiety marked by hostility
and other forms of deviate behavior.

Strategy

.

The strategy to be employed is based on the conserva-

tive idea that it is easier to change the parts than it is to change the

whole and to do so at a moderate pace.

As a result, the plan presented

here is restricted to a two-phase instrument of transition.

One phase

attempts to restructure a single component of the school program; specifically, it is the unstructured time element of the student’s nrogram.
The companion phase is aimed at structuring the experiences of personnel
to provide a rationale for the activities and practices characteristic
of the first phase and to provide insights enabling a second tran-
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sition; that is, the adoption of activities
and practices characteristic of the unstructured program by the
structured program.

Unstructured time as used here refers to those elements
of time
in a student's program that are not subject
to lessons and other types
of planned activity leading to a specific outcome.

It is time in a stu-

dent's program when he is not involved with English, math,
science or

some other discipline as a formal presentation.

Rationale for transitional device

.

Little

vrill be

accomplished

by setting out on a course of action which abruptly windmills a school.

Change is a slow, grueling process that requires transitional mechanisms.

The process does not ascribe to the proposition that it is easier

to change the whole than it is to change the parts.

Changing parts

which contribute to the whole appears to be a more viable alternative
for lasting change.
A plan presenting alternatives for the utilization of unstruc-

tured time appears to be a reasonable good transition mechanism.

Few

schools have cast off the ^oke of traditionalism to the point that varied environments and strategies for learning and teaching are a hall-

mark.

Schools of the future may be characterized by such features.

At

this point, however, we must be content with designing trasitional de-

vices in the hope that "spin-out" as a result of the transition experience will register in the more academic areas of the curriculum.

There are several reasons why an alternative plan for the utilization of unstructured time in the student's program is a reasonable

transition device.
grades.

First, the plan does not appear to negatively affect

This writer has seen improvement in grades under such a plan.

.
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Less tangible but still positive consequences are also
shown in a marked

reduction of the number of referrals to the school
disciplinarian and
the voluntary flow of students to their counselors
where they emotionally

submit, "I just can’t hack this place."
Second, the thrust of the plan focuses on the non-academic and
^o^^~classroom areas.

Such a situation allows for a minimum of disturb-

ance to rbutine classroom activity and subject matter treatment; teachers remain relatively secure because the sacred bastions of traditional-

ism continue unthreatened and the "prestigious" areas of the school setting avoid tainting by a new heresy of public education.

Third, the plan attempts to do something with an area of the

curriculum which teachers freely admit is unproductive and burdensome.
Moreover, there is a growing disposition in the teaching profession that
"baby sitting" is not a viable function in the role of a secondary
teacher

Finally, and perhaps most Importantly, the plan has a Hawthorne
effect.

Once the plan is implemented, people begin to unfreeze in their

notions and attitudes.

Some people in the school community begin to

change their notions about the ability of the student to meet the chal-

lenge of responsibility, about his ability to handle new-found freedom
and still learn to use his time wisely, and about his ability to share
in directing his own learning.

Also, the plan has potential for modify-

good curing notions about what constitutes appropriate organization, a

riculum, and responsible discipline.

Not be overlooked is the fact that

in the un
those environments and strategies for learning and teaching

gain prestige
structured element of the curriculum have a tendency to
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and ponularity, to become the model, and eventually to become applied
in
the structured element of the curriculum
cion.

— bv

choice rather than by coer-

It is at this point that the plan has served its function as a

transition device and now becomes an entry device which focuses on the
structured elements of the curriculum.

The aim, of course, now becomes

that of getting varied environments and strategies for learning and

teaching operational in all aspects of the curriculum.

Rationale for change and Introduction of an alternative

.

Hist-

orically, schools have used the unstructured time element of a student's

program by assigning the student a room, placing a teacher in supervisory charge, and attempting to maintain an atmosphere conducive to study.

Except for its success as an accounting mechanism, the program has
proved to be a calamity.

Literature and research presents little to

recommend the practice methodologically and pedagogically.

The time

spent in such an environment appears to be unproductive for both the
student and the teacher.
It seems that many conditions for reducing the detrimental

effects of environmental circumstances and factors are violated by the

traditional study hall.

The traditional studv hall as an instrument of

growth through study is unproductive because it falls to provide a good
climate for study, fails to provide help with skills and techniques of
study, and fails to nrovide appropriate resources for study.

To begin

for all stuwith, by providing an atmosphere and a set of expectations

hall supports
dents which are rigid and uniform, the traditional study
styles and emotional
the notion that all students have the same learning

make-ups.

research.
This practice countermands the findings of

The lit
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erature and research tells us that conformltv to rl^ld,
uniform school
standards featuring regimentation, restriction, and an
authoritarian

atmosphere may give a sense of order, organization and even security
to
some students for a short time in their early schooling; but
that continued use of the practice will for most students have a tendency
to

submerge individual creativeness, prevent development of Independent
thought and action, and

if permitted to become habitual

— prevent

the

maximal development of most individuals.
It should also be recalled that the review of literature and

research indicates that many feel that uniform! tv like that characterizing the traditional study hall is basically unfair because it fails
to provide equal opportunity and to recognize individual differences;

such uniformity appears to systematically discriminate against children

who posses a different learning style from the teaching style of the
school, a different set of values, a different set of environmental con-

ditions conducive to doing good work, a different view of the import-

ance of education, a different degree of motivation, a different level
of aspiration, a different temporal orientation, and a different set of

abilities, interests, needs, etc.

There is no reason to expound on the

obvious positive effects of eliminating such unfairness.
It was also brought out by literature and research that the trad-

itional study hall fails to provide an atmosphere conducive to the ap-

plication of given cognitive skills through which the student nrofits
from classroom instruction.

There Is all kind of evidence that tradi-

tional study halls are Inappropriate for the voluntary control of attention, the perception of order, self— initiated rehearsal of newly acqulr—
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ed behavior, and self-reinforcement for successful performance.

It can also be argued with some justification that the tradi-

tional studv hall places an emphasis on disciplinary practices that seem
to be based on a single definition of good behavior grounded in physical

inaction, verbal non-participation, and a state of being non-observant.
All such elements are prohibitive of an opportunity for developing a

variety of desirable skills

— language

development for example.

The

whole atmosphere mirrors the configurations of the larger society and
in many ways contributes to maintaining them; it is an epitomizing of a

middle-class value system which postulates that the students should
"work for work's sake" and that it is "good" to work "hard."
And where but in the traditional study hall are pupil-teacher

relationships at a lower ebb?

The Involuntary nature of the activity

for both the student and the teacher, the growing disposition among

teachers that a study hall is not germane to the teacher role, the numbers usually Involved, the conflicting views between students and teachers of what constitutes good behavior and freedom, the Inabilltv of the

teachers to exercise discipline appropriate to the demands of the system

without undue parental Interference which ends up with residual negatives

usually finding a willing ear and "expert" solution at board level, and
the unyielding administrative expectations— and you have created a situ-

ation which produces disillusioned, dissatisfied, and frustrated teachers
and/or
who represent the poorest of models for the students to emulate
the
disgruntled, uncooperative and maladjusted students who represent

positive impressions
poorest of models for the teachers on which to build

about their role.

for
To say the least, the conditions set the stage
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debilitatinp. conflict marked by anxiety, hostility, and deviate
behavior

by both student and teacher rather than a harmonious proup life marked

by interaction characterized by success, approval, belonging, friendliness, warmth and approbation.

For the student who is alreadv a little

anxious, such a situation does little or nothing for his need to maintain a reasonable level of positive rapport with significant adults who,
in this case, happen to be the teachers.

Much of the problem stems from

the fact that schools do not consider the possibilities of varied envir-

onments and strategies for teaching and learning in the studv hall.
If the situation noted above holds but a clove of truth, that

clove should stimulate a plan which seeks alternatives to the traditional study hall.

Alternatives settled on must not only eliminate the neg-

ative situations noted above; they should also provide environments and

strategies for positive outcomes in all educational dimensions and capitalize on the opportunity for better utilization of what roughly
amounts to thirty percent of a student's time in school.

Components of the Plan

Basic phase

.

The plan for the utilization of unstructured time

in the student's program simply calls for providing alternative choices
of environment and activity and permitting the student to make a selection.

The alternative environments feature a range of atmospheres which

are more compatible with the learning styles and emotional contexts of

individuals.

The type of activity in which the student chooses to part-

to contri
icipate is limited only by the imagination and the willingness

community.
bute and support that is registered in the educational
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Nomenclature of the environmental/activity choice
urogram.

The

environmental/activity choice program starts with several
alternatives

with a variety of environments representing the
spectrum of level of
control and responsibility for control to replace the
traditional study
hall.

The program also presents a variety of activities of varying

depth and scope which will, hopefully, support individual abilities,
interests, and needs.

The socio-emotional environments in which a vari-

ety of activities may be pursued bv choice are TS (Traditional Study),
IS

(Intensive Study),

(Project Study), C (Commons), and SAI (Selec-

tive Audit and Instruction).

In addition to these there is a non-

choice component called OC (Orientation Counseling).

Traditional study hall remains as an optional choice in the program for several reasons, foremost among which is the fact that the total program is a transitional device and, as such, it must be recognized

that it may take some adults, parents, and other community factions a
bit longer to unfreeze from their biases in favor of traditional patterns of organization and structure.

Equally Important is the fact

that some students are just not sufficiently mature at a given point to

be freed of the security, order, and organization that restriction, regimentation, and an authoritarian atmosphere may provide.

The tradition-

al study has the same supervision, furnishings, rules and regulations,

and size that were characteristic of the study hall prior to iranlimenta-

tlon of the environmental/activity choice program.

A student who remains

in the traditional study by parental request also needs parental permis-

sion to be released from the component.

If it is deemed that the stu-

dent is at a level of maturity necessary to insure high probability of
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success in the alternative program, the student
is given the opportunity
to participate.

By the same token, students who demonstrate
that the

environmental/activity choice program is beyond their
level of maturity
and responsibility may be returned to the
traditional study hall.

The intensive study attempts to provide a place of
absolute

quiet for those who need such an environment for profitable
study.

It

is an area where study requires little more in the way of
materials than

appropriate books.

When the student selects this area of study, he does

so with the understanding that pin-drop quiet must be maintained at
all

times.

Furnishings are of considerable variety to take care of inter-

ference beyond that of an auditory nature.

Large tables, each seating

six to eight students, are provided for those who are not dlsturded by

visual interference.

On the other hand. Individual cubicles for those

who are disturbed by both auditory and visual interference should be
provided.

Lounge chairs and lawsons with side tables and lamps would

add both an aesthetic and functional touch which would serve another

dimension by catering to the physical needs of youth.

Intensive study

should be a part of, adjacent to, or very near to the Instructional

media center for easy access to learning materials.

Although the area

is subject to supervision by a teacher and/or aide at the beginning of

each school year, experience shows that supervision may be withdrawn to
such a degree that Intensive study actually becomes an honor study.
Students are free to use this facility for as long as it is necessary
to accomplish their purposes.

Some may use the area for a fifteen-min-

ute "boning-up" session while others may use it for a rather prolonged
period on a regular basis.
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The project study is designed to provide snace and
facilities
for students engaged in activities the nature of which
require normal

conversational levels of verbal communication and some degree of
mobility.

Such an areas permits a noise and motion level consistent with

that required for such activities as planning, organizing, building,

rehearsing or any other type of activity requiring two or more students
to engage in a constructive enterprise related to a school program for

which the student is receiving recognition in some form.

The area

should be provided with flexible furnishings, tables that may be joined
in a variety of configurations for example.

The area should maintain a

supply closet stocked with appropriate supplies.

If possible, the area

might feature acoustical treatments and lightweight, portable dividers.
It is not mandatory that this area be a part of the IMC, but good plan-

ning would recommend that it be sufficiently close to reduce the dist-

ance of travel while gaining access to necessary materials.

The nature

of activity taking place in such an area requires supervision by a

teacher and/or aide

— not

so much for maintaining motion and language at

appropriate levels but to control the distribution of necessary supplies
and to help with the overall organization of the area in response to the

needs of the various groups using the area.

Again, students are allowed

to use the area as long as the group is constructively engaged in a

class-related project or activity.

When the purpose for which the stu-

responsible
dent selected project study has been served, the student is

new purpose.
for selecting another environmental area consistent with his
(Rest and
The commons has been called, among other things, R&R

Recreation) and the lounge.

This area is set aside to host a variety of
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activities and services and is marked by an
atmosphere of permissiveness
allowing for an emotional and Intellectual change of
pace.

The area is

subject to peer development and supervision through
responsible repre-

sentatives of the student body with an advisor who is
cooperative, imaginative, and student-oriented.

This component should have an area that

is acoustically treated, sufficiently large, and suitably
serviced and

equipped to support a variety of activities.

A cafeteria-style food

service area catering particularly to the breakfast needs of students
should be provided.

An area set aside for use as a student store carry-

ing appropriate school supplies; school-insignia items of interest; stu-

dent-made handicraft items, paintings, etc., and repair service listings
should be provided.

A newspaper and magazine display rack would feature

material of particular interest to the students and would be open to contributions of students.
provided.

A T.V. viewing area with

a CCTV option might be

The area could also provide space and appropriate equipment

for sound reproduction necessary for dancing.

Games such as checkers,

chess, ping-pong and cards would be permitted for students who harbor no

tendency toward gambling.
be an aoption.

In more liberal communities pool might also

The decor and furnishings, as well as what went on in the

area, would be determined by the governing board.

An accounting system

rigorously applied must be maintained in areas where money is transferred,
such as at the cafeteria or student store.

;Profits accruing from such

provid
an enterprise might be used for further development of the area,
ing scholarship aid, or other worthwhile projects.

area is critical.

The location of this

of noise
It must be located in an area where spill-out

areas.
will not Interfere with the on-going activities of other

As is
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the practice In the use of other components, the student
mav choose the

area and remain there as long as he wishes, provided he abides by
the
rules and regulations set down by the governing board.

The selective audit and Instruction component is designed to enrich curricular offerings, add depth and scope to the student's formal
and informal experiences, faciltate transition from the lock-step to

the flexible organization, provide a variety of environments and strategies for learning and teaching, and encourage community participation in
the program of the school and the experiences of the students.

The area

and other needs of this component are difficult to determine as there is
a constant process of "plugging in" and "umplugglng" of offerings.

Be-

cause of this process, scheduling may be a critical factor in the operation of this component.

The component commenses by offering the student

an opportunity to audit any course offered by the school or to return
to any of his current instructors as frequently as need demands as long

as the student presents a viable rationale, space permits him to do so,

and the instructor's permission is attained.

‘P’rom

such a beginning, it

is hoped that the component will grow to include an ever-growing variety

of alternatives.

How fast the alternatives are introduced depends to a

large degree on how fast teachers become concept-centered in their instruction, continuous progress oriented, and open-ended in their appackproach and how fast they develop support materials such as learning
their area
ages, optional related activities, and other software for
of instruction.

will
The speed with which alternatives are introduced

to oversee indealso depend on how fast teachers develop a disposition

pendent study and recommend individual study.

I

T^^hen

such concepts, sup-
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port materials, and dispositions are
functional, the SAI component becomes a real release mechanism for students
to achieve at their own pace
and to play a greater role in directing
their own learning.

It now be-

comes more possible for the student to pursue
in depth a subject or area
of ideas.

Areas housing facilities such as those for
science, business,

industrial arts, home economics, physical education,
arts and crafts,
and the language laboratory may be operated as open
labs while learning

centers for mathematics, English, foreign languages, and
social science

may be developed.

Such an arrangement would facilitate continuous pro-

gress learning, reduce learning discrepancies due to absence or faulty

organization and transmission of content, promote in-depth pursuit in
areas of special interest, and add another environmental dimension con-

ducive to given learning styles.

Correspondence courses would be made

available at the expense of the system and grades and credit upon completion would be transf errable to the student’s record.

Arrangements would

be made with nearby colleges and universities for advanced placement of

students in courses offered.

Credit would be carried on the student’s

record as an earned college credit.

It is also through the SAI that

students vrLth a high sense of service might engage in such activities as

being student tutors, student aides, student correctors, curriculum materials developers, or media operations specialists.

Finally, it is

through SAI that all the human and material resources of the school com-

munity are organized, developed into programs, and scheduled for presentation.

A virtual galaxy of variable-length courses and programs using

anyone and anything of value and interest to students would be welcome.

An added value in this enterprise would be fresh individuals with unique

—
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offerings, unique techniques, and unique media and materials.

One day

might feature a discussion' of safety standards for commercial airplane

construction by a safety engineer from a nearby airnlane factory, a sharing of the art of fly-tying with students by a local fisherman, a panelS3nnposium on the religions of the community sponsored by a group of

clergymen, or a rap session with a local DJ on the messages of youth

through their music.

However SAI is used, it must be understood that

all activity does not have to take place on the school site or that all

activity must flow from community to school.

Activity can just as easi-

ly take place off-campus, and the contribution could be by students to

the community.

Orientation counseling, OC, is not a voluntary choice of the
student.

The component responds to the reality that some students

— no

matter how flexible the organization or how varigated the curriculum
will continue to malfunction and, as a consequence, will fail themselves
and the system of which they are a part.

In as much as the whole con-

cept of the plan is stimulated by the desire for growth and success for
the individual in the school setting, it behooves the sponsor of the

plan to insert a component that attempts to reconcile plateaulng and/or

regression as a consequence of intellectual, psychological, social, or
personal problems.

The technique of this component is to assign the

student a teacher— counselor with whom the student has established good
rapport.

The task of the teacher-counselor is to search out the problem

services
and wisely act on the findings through on-site and referral

made available by the system.

The student and the teacher-counselor

will rework together and jointly decide when and how that student
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turn to and participate in the
programs offered by the school.

Governance of the program.

The plan for the better
utilization

of unstructured time in a
student's program is governed by
a committee

composed of students, teachers, parents,
administrators, and representatives of various community agencies.
Industries, and professions. The

function of this group includes program
development, evaluation, and
scheduling.

The group would also share in program
promotion activities,

information distribution, and general
supervision.

As many sub-commit-

tees as is necessary to proper functioning
would be utilized by the gov-

erning committee.

It is appropriate that a governing
committee, in anti-

cipating growth and complexity, consider at
least five standing committees including a Survey and Resource Committee to
conduct surveys which

seek out and catalog the resources of the educational
community; an Eval-

uation Committee which develops criteria for evaluation and
conducts periodic evaluations of the total program as well as given
programs within
the total scheme; a Development and Scheduling Committee which
helps con-

tributors with the development of their presentations and maintains a

schedule dovetailing with other school-sponsored activities; a Public

relations Committee which carries on activities implied by the title;
and a Business and Finance Committee which develops and coordinates the

program, revenue, and expenditure plans and adopts an adequate accounting
system.

It is hoped that all subcommittees would be represented by stu-

dents and parents.
Becoming operational.

Putting such a plan into operation follows

a considerable preparatory period, much of which has been implied and/or

stated in previous sections.

Although the plan involves the entire edu-

218

cational conmiunity, the focus remains with the
students of the school.
Both the student body and the community at large,
in varying degrees,

must be prepared intellectually and emotionally if
the program is to enjoy effective functioning.

Consequently, once the Program Committee has

decided when and how the traditional-type study program
will be replaced
by the environraental/activlty choice program, an orientation
period ensues.

The period involves activity which takes the purposes, rationale,

scope, activities, and organization.-of the program to both the community

and the student.

The Public Relations Committee swings into action by

employing a variety of media and methods to inform everyone of exactly

what is taking place.

General motivational and explanatory meetings are

conducted, group sessions focusing on a particular area of concern are
held, and planning sessions to work out unforeseen "snags" and "bugs"

uncovered by participants are scheduled.
Tmpl pmenta tion has little effect on the programming and scheduling of

Htudentfl, lor each vear students are programmed and scheduled as

though the school were operating in the traditional mode.
rooms, teachers, and students are programmed and scheduled.

Study hall

When the

alternative program is made operational, consolidation, reassignment,
and new utilization charts are produced.

Such a procedure has psycholo-

gical impact for it is known that the school can shift back and forth

from one mode to the other, facilitates certain necessary accounting
procedures, and assures space availability for the "plugging in" and

"unplugging" process associated with the Introduction of programs that
are not a part of the official program of studies.
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Companion phase

.

As has been alluded to in various sections
of

this and the previous chapter, the second or companion
phase is directed

toward personnel in an effort to unfreeze and to enlighten.

It has been

suggested that this be accomplished through an awareness program using
a variety of methods and techniques.

Need and implementation.

Such a program must be considered a

part of the major program and be implemented on an advanced parallel
time sequence to explain or present a rationale for given action at a
time when it may appear to many that the whole school is disorganized
and in complete turmoil.

The hope for sustained support during a period

of change relies on the notion that man, in the long run, will submit to

Another reason for introducing the companion phase is that

evidence.

those who are affected by change should have an opportunity to respond
to the feasibility of such a change.

Besides, school personnel consti-

tute a learned body which can very likely contribute insights, suggestions, and alterations in the program which will make for substantial im-

provement

.

Timing and sequencing.

It is advisable to Introduce the aware-

ness program one semester in advance of implementing the plan for un-

structured time.

Such a schedule would reduce shock by virtue of the

fact that people have already been given considerable rationalizing mat-

erial for given actions.

Sequencing is a matter of judgement.

It is believed, however,

and environthat components dealing with diversity, varied strategies
and curricu
ments for learning and teaching, organizational flexibility,

lum should precede all other components.

The remainder of the sequent-
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ing should be flexible enough to allow for the
use of an appropriate

component at a time when a given problem appears.
Scope of utilization.

The awareness program is not necessarily

restricted to school personnel.

Substantial benefit could be derived by

using the program with the school committee and parents.

ponents would also be bepiflclal for use in the classroom.

Certain com-

Components

dealing with desegregation and integration, and prejudice and discrimination, would be particularly appropriate for suburban communities which
are making a transition in coiranunlty composition as a result of liberalized housing practices.

In short, the program might be utilized with

any group or individual who desires to be enlightened about why the

school is doing what it is doing.

Components of awareness program.

As previously described, the

awareness program is made up of a series of units treating environmental

circumstances and factors as they affect student growth and success in
school.

The medium can be the learning package, the video tape present-

ation, or any other to which the content lends itself.

The program also contains stimulators designed to encourage
participation.

Stimulators may be questions, role-playing exercises,

suggestions for survey, and suggestions for research projects.
Finally, the program features transition makers.

These are

simply statements which show how given concepts are being carried out by
the model for the use of unstructured time and suggest how the concepts

could be used in the structured time element of a student’s program.
stuThe plan for better utilization of unstructured time in a

in interdent's program, stemming from a belief that an individual is
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action with his environment and that a cause
and effect relatlonshlo
produces given outcomes, is an attempt to control
outcome by structuring
the environment so as to produce better
intellectual functioning, better

relationships, and less anxious students.

The plan is not the final

phase because it does not focus on the academic areas of
the curriculum
or the practices of the classroom; rather, it is a
transitional device

leading into such a focus.

There are a variety of reasons why the plan

is a good transitional device, most important among which
is the fact

that on the one hand it tends not to be disruptive while on the other

hand it serves as a model for emulation.

The plan also works to break

down preferred notions about the student, organization, and curriculum
content.

There are also many arguments as to why an alternative to the
traditional study hall should be sought, but foremost among the arguments
is the idea that the restrictive nature of the traditional study hall'’'

fails to allow student participation in activities which broaden the ex-

periences in the three basic centers of curriculum experience.

Summary

The plan for better utilization of unstructured time in the

student’s program calls for replacing the traditional study hall with
an alternative having five components of varied environments and actfsrlty

from x^hich the student may choose and one component which is assigned and
serves a rehabilitative function.

Generally speaking the program is governed bv a Program Committee
representing most factions of the educational community, and it imple-
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merits the program through reasonably adequate
practices contributing to

the involvement of those who will be affected by
the program.

A companion phase is considered essential

to the plan in order

to effect a smooth transition by all who are
affected-teachers, stu-

dents and parents.

The companion phase utilizes a set of units or com-

ponents designed to raise levels of awareness about environmental
circumstances and factors which inhibit student growth and success.

The

companion phase assumes that heightened levels of awareness will tend to

provide the necessary rationale for given behaviors and structures.
There are a number of pre-existing dispositions, concents, and
attitudes which help to speed the Implementation of a plan for the better utilization of unstructured time in a student's program.

Moreover,

if such facilitating elements are nonexistent, sponsors of the program

must diligently strive for modification of whatever elements appear to
conflict with successful Implementation.
The bulk of those involved in the program must believe that di-

versity in education is better suited to the development of varied environments and strategies in learning and teaching; that better discipline moves toward the development of self-discipline; that student re-

sponsibility will grow when school practices remove restrictions inhibiting its growth; that schools must be more responsible to the need for

flexible organization if varied environments and strategies are to be
introduced; that learning to do is better than learning about

;

that cur-

riculum must be variegated and in constant motion; that subjects can be

anything that a student can pursue

vrith profit;

that independent and in-

dividual study are viable strategies rather than gimmicks; that the
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teacher role should focus on helping the student
to realize his own potential; that the dropout is not only the student who
has left school

physically but the student who has emotionally and intellectually
dropped out because the system is too rigid; and that priority must
be estab-

lished in relation to goals and the scope of duty and responsibility

assigned to the accomplishment of those goals.

Without the pre-exist-

ence of the development of such attitudes, dispositions, concepts, and

psychological "sets" the Implementation of a plan of the type outlined
will suffer possible failure.

CHAPTER
SUMMARY

ANT)

V

IMPLICATIONS

Summary

Founded in the belief that because an individual
is in constant

interaction with the environment and that such interaction
with the en-

vironment influences the individual’s intellectual and emotional
functioning, this study contends that environments can be structured
so as
to produce predictable results.

Armed with a knowledge of desirable out-

comes and conditions and factors which prevent them from occurring, it
is hypothesized that environmental circumstances can be manipulated and/

or restructured to produce the desired outcomes.

restructuring would be growth in general.

The consequence of such

More specifically, however,

it would result in modification of those elements which contributed most

strongly to school success.
It was from such an hypothesis that a search for fundamental en-

vironmental circumstances having a detrimental effect on the development
and existence of a student was initiated.

Strategicallv, it seemed ex-

pedient to determine what debilitating environmental circumstances were

sufficiently related to form a category.
This exercise determined that certain background factors, cult-

ure and values, the school setting, desegregation and Integration, and
prejudice and discrimination form the major categories.

Which environ-

mental conditions and factors would be considered as important within
each of these categories depended on the degree to which their Impact
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individually contributed negatively to school
success.

Their collecv-

tive pox^er in producing conflict and anxiety would
also be considered.
As a result of considerable review of literature
and research,
it was concluded that some circumstances and factors
were uncontrollable

by the school.

On the other hand, other circumstances and factors were

completely controllable by the school.

Finally, it was discovered that

still other circumstances and factors were controllable through being

subjected to a long-term process and/or to the influence of extra-school
help.

This insight stimulated development of a plan which restructured

environments and presented strategies for improved learning and teaching.
Realizing that a plan which completely x-7indmills the orientation
of a school might be disruptive and therefore doomed to failure, the

plan was designed to effect a gradual transition rather than an abrupt

reorganization and orientation.

Thus, the focus of the plan settled on

the less guarded and prestigious areas of the school program and organ-

ization.

The undergirding elements of the plan would be diversity, flex-

ible organization, and a variegated curriculum; and they would be exer-

cised in the unstructured element of the student’s program.

A sub-plan,

referred to as the companion phase, was envisioned as an instrument serving to raise levels of awareness and to provide rationale for certain

actions and structures.

Implications
The review of literature and research associated with this study
responsibility
instills in one an appreciation for the scope and depth of

assumed by the profession.

Awareness of what is happening in the field
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also makes one conscious of the gap which
lies between the resoonslbllltv
and the response to that responsibility.

The gap uncovered by this study has implications
for education.
For the most part, these implications involve
the "what" and "how" of

meeting the varied needs of youth, certainly a well-worn
phrase.

Never-

theless, it is the only solid conclusion that can be drawn
from this
study.

It should also be pointed out that implications can be
quite

subjective.

Although implications drawn from this study are founded in

some objective evidence pointed out by literature and research, the product is largely that of the writer's thinking.

Basically, this study implies an extended role for the the

pro-^

fession, an upgrading of the profession, an adjustment in governance, an

adjustment in organization, and an adjustment in the source of revenue.

Role

.

This study has already suggested that the role of the

school should be extended beyond the immediate community it serves and
exert greater influence as a control vehicle for social mobility.

Such

a role, it was indicated, implied a broadening of the process of plann-

ing, decision-making, operating, and appraising.

The role also implied

a general up-grading of the profession as it relates to exercising lead-

ership and to being a profession worthy of emulation.

Un-grading the profession

.

The study Implied that a general up-

grading of the profession is necessary.

Literature and research amply

pointed out that there are just too many within the profession who just
don't know, can't recognize, or ignore what education is all about.
Such a situation Implies that more stringent criteria should be used to

regulate entry into the profession, that preparation for entry should be
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modified, and that certification requirements should be
stiffened.

Regulation of entry into the profession seems to suggest that
an
early assessment of a candidate for the profession be made.

Assessment not only looks backward

,

Such an

but it also applies modern techni-

ques for assessing such things as emotional make-up, social relationships and conscience, apptitude for requirements of the profession,

achievement, creativity, motivation, and

— above

all else

— the

realiza-

tion that what is easy for one may be difficult or impossible for another

.

Modification of preparation implies length and emphasis.
often the new teacher enters the classroom in one of two camps

So very

— depth

and skill in content without knowing how to teach it or depth and skill
in hov7 to teach without a good foundation in content.

Such a situation

reflects less on the person than on the system of preparation.

It im-

plies that the demands of the job outdistance the period of preparation.
It implies that either one of two things should happen; first, that in-

stitutions of preparation lengthen the period of preparation or second,
that institutions of preparation refrain from pedaling unusable trivia
and push content which builds basic competencies and skills.

Modifica-

tion of preparation for such a profession also seems to suggest calling
a halt to the practice of granting advanced degrees to those who have

never set foot in the classroom as a teacher.

Up-grading the profession demands a strengthening of certification requirements and making them stick, particularly when it comes to

filling administrative positions.

Strengthening certification require-

be
ments implies, in turn, seeing to it that "in position" personnel

228

expected to meet new requirements rather
than be carried along in in-

competence by the well-known "grandfather
clause."

Strengthening cert-

ification requirements implies the outlavrlng
of the practice of filling

administrative positions with the person who
presents proper political
credentials rather than proper administrative
credentials.

Up-grading the profession does not confine itself to
extraschool Involvement.

Up-grading Involves constant in-service programing

designed to elevate awareness on all fronts— personnel
riculum, budget and finance, and public relations.

,

students, cur-

Up-grading implies

greater joint effort by the local school and the teacher /administrator

Preparation institution in the solutions to common problems.
ing implies utilizing systems approaches and technology.

Up-grad-

Finally, up-

grading involves setting up a different contractual arrangement.

Educa-

tion, like any other profession of credibility, can no longer operate

on a nine-month year.

Governance

.

Too much is at stake and too much remains undone.
The study also implies a need for change in the

governance of education.

The study clearly pointed out that serving

the needs of youth requires great awareness and cosmopolitan attitudes.

The programs designed to meet the needs of youth are largely at the mercy
of a body which is poorly oriented and equipped to deal with modern-day

educational policy and practice.

The idea of administrative leadership

directing the actions of a school committee is the big hoax of nublic
education; for, in the final analysis, the school committee does exactly

what it wants to do.

This seems to require, in turn, that one of two

courses of action be pursued.

Either the profession work for up-grading

the requirements for school committee membership or it vrark toward strip-

.
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ping the board of all power except one,
that of re-hiring the superintendent.

The alternative is to have school coramittees
serving larger

geographic units such as a group of towns or a
county and reduce the

organization which presently constitutes a school
coinmittee to the capacity of a school advisory

coraraittee.

In this way local pressures will

have less Influence in shaping the posture and direction
of the school.
To get rid of the concept of local control Implies
coercive and united

professional action.
Organization.

The study suggested that the school extend its

social role, engage in research and development activities to a greater

degree, and make more use of systems approaches and technology.

It is

assumed that such activity would provide data for the solutions to problems and aid in the decision-making process.

more and better programs for students.

The "spin-off" would be

Such activity, however, also im-

plies added personnel, equipment and supplies, and facilities v^hich add
to the cost of school operation.

These additional costs are either pro-

hibitive or difficult to sell to most communities.

The implied alterna-

tive for the school is the establishment of an intermediate unit wherein

services and costs are borne by several school systems on an equitable
basis

Revenue

.

It is a well-known fact that a system’s educational

plan is only as good as the system’s revenue plan.
expenditures in support of programs

’t^^ithout

No system can make

money to do so.

Obviously,

revenue is contingent upon the state of the local and national economy.

When the economy is good, more willingness and ability is available for
schooling.

When economy is bad, less revenue graces the school budget.
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Such a situation not only Implies a good
assessment of conditions at a

given time and in a given place, but it also
implies an appropriateness
of timing.

It also implies that availability of
monies at the extra-

local level is met with an ability to operate
in such fashion as to assure the local community of its fair share of
that money designated for

given projects.
The major support for schools, however, comes from the
local
taxpayer; and it is in this area that schools should concentrate.

The

implication is that schools should support arrangements that have potenfor holding the line, or driving down, the costs for education which

are thrust upon the real estate holder.

Too much in the way of support

for schools has already been lost because the real estate holder be-

lieves

— even
If

though it may not be fact

— that

he is subject to Inequity.

there is sincerity in the extended social role of the school,

schools should concern themselves with the plight of those senior citizens who lose far too much as a consequence of being strapped to a fixed

income based on a pre-dated cost of living Index.

These people have sup-

ported public education all of their lives and would continue to do so

were it not for the fact that present arrangements fail to support firstThe point is, revenue for the support

class citizenship upon retirement.

of schools is more plentiful than assumed if schools can get the larger

agency to move in given directions.
The forgoing implications are general and hang on the periphery
of the treatments in this study.

Implications more central to the study

were treated within the context of a given section.

It is appropriate.
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however, to review.

The study points out the need for raising
levels

of awareness concerning the effect of
envlroninental circumstances and

factors on the growth and potential for success
of students; for getting
to the business of responding to negative
outcomes with programs, organ-

izations, and structures that produce a turnabout
in those outcomes; and
for facing society with the posture that schools
must contribute to the

direction of society.

The study Implies that there will be more compas-

sion for all who have no control over a negative background.

The study

supports a commitment to philosophical positions supported by
united,
strong, and sometimes coercive action to neutralized the effect of a

negative background.

The study maintains that the school setting should

be a model in which all the tenets of great philosophies, great religions,
and great governmental ideologies are practiced.

Finally, the study

affirms that a humanitarian approach should pervade a process of change

which is basically participatory in nature.

A participatory process of

change ^ in turn, implies a willingness to continue the program if results

prove positive or to abandon or modify the program if results prove negative.
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KILPATRICK'S GOALS OF INTERNATIONAL EDUCATION
1

.

That all the pupils shall live well
together-each to
o
friendliness for all; no one to feel unwelcome,
or
tioned, because of the group to which he
belongs; all
mutual respect and appreciation of one another
on the
sonal merit.

be conscious
even questo live in

basis of per-

2.

That the pupils as they grow older shall build
a clear understanding
of what democracy means historically and
ethically— what Jefferson
and Franklin and Lincoln stood for; how democracy
means respect for
human personality wherever found; how equality of
rights and of
opportunities is an essential part of democracy; how America
has in
fact helped to spread democracy as an ideal
throughout the world—
and that all shall learn to accept such a democracy
in very fact as
the American way of life and learn to live it
personally.

3.

That the pupils shall increasingly understand that freedom in
a
democracy is always limited by the requirement of equal regard for
others.
One is free to act only as his acts help, and do not hurt,
all affected by them.

4.

The pupil groups shall increasingly learn and use the method of
conferring the method of basing group action on group discussion
and decision.
This is the method of Intelligence, of acting on
thinking, applied to group action.

5.

That the pupils shall really grow, grow in all the good ways possible to man
this is an inclusive aim of education in general.
If that aim be not so met that the whole being of the person
grows
grows in thinking, grows in feeling, grows in body movement,
and all three in fullest interaction then shall we not treat
others as we should.
We must understand what others do experience
in contrast to what they might experience; we must feel with them
in what is and for them in what might be; and we must in our acts
live up to our best understanding and highest impulses.
.

.

.

—

6.

That the pupils shall learn increasingly to act on the basis of
thinking and not on that of mere habit or custom or of mere impulse.
Only through action founded on thinking can we hope to obtain the effective growth just discussed. Only on this basis can
we hope that the individual and the group will properly treat all
others who are affected by their acts.

7.

That each pupil shall, as far as the school can effect it, build
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the invariable habit of acting on the best that
he has found, of
living up to the highest insight that he can gain
through searching.
To build this trait is to follow the moral path
of
duty.

That each group shall come to know and respect the
cultural contributions of other groups.

That our pupils shall understand and appreciate the composite
character of the American population and its consequent advantage
to
our civilization.
That the teachers and older pupils shall study the various
historic
causes and supporting rationalizations of group prejudices.
If
these are clearly understood and properly acted upon, the future
may be better. For in the long run, men tend to act according to
evidence.
That in particular the older pupils shall, under guidance, study
out the problems of race and the evidence against racism.
Only
thus will the use of rationalizing defense mechanisms yield to
facts.
For a belief in racial superiority is perhaps the chief
defense mechanism of racial discrimination.

That pupils as they grow older shall come to understand the international aspect of intergroup prejudices and discriminations how
the white race is a minority in the world, and how discrimination
within our country is not only wrong here but hurtful to peace
and order in the world at large.

—

,

—

:
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KILPATRICK AND VAN TIL'S CONCEPT OF LEARNING
Behaving Is the basis of learning.
thing (a thought or a feeling or a movement)

actually work if it is needed

To really learn a certain

— to

learn it so it will

—^means

1.

That a person has in a true situation responded that way
(has done that thing, has thought that thought, has felt
that feeling, or has made that movement).

2.

That the response when thus made does not simply pass away
with the doing of it, but somehow remains with the person
remains as the tendency to behave in that way again.

3.

Hence, that when a suitable situation does arise the person
will be likely to behave in the same way again.

With such an understanding of what to "learn" means, Kilpatrick
and Van Til contend that they can state more explicitly the following

principles of learning:
I.

We learn our responses, only our responses, and all our responses.

2.

We learn each response as we accept it to use, as we accept it
to live by.

3.

If one is to learn anything (as a thought or a feeling or an
act)
he must respond to that thing to some actual situation.

4.

We learn each response in the degree that we live it.

5.

We learn any response, especially a thought or mental image, in
the degree that we have already a mental scheme into which to
fit it.

.
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EVVAR AND MITCHELL’S COMPARISON OF
BELIEFS AND VALUES*

Scott-Foresman Basic Reading
Series (Middle-Class Urban)

Navajo

Pets have human- like personalities

Pets are distinct from human personality.

Life is pictured as child-cen-

Life is adult centered.

.

tered.

Adults participate in children's activities.

Children participate in adult
activities

Germ-theory is implicitly expressed.

Good health results from harmony
with nature.

Children and parents are masters of their environment.

Children accept their environment
and live with it.

Children are energetic, outgoing, obviously happy.

Children are passive and unexpressive.

Many toys and much clothing
is an accepted value.

Children can only hope for much
clothing and toys.

Life is easy, safe, and bland.

Life is hard and dangerous.

*

Eward, Evelyn and George C. Mitchell, "Sally, Dick and Jane at
Lukachukai," Journal of American Indian Education 5: 5, No. 3,
,

May, 1966.
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INADEQUACIES WHICH PREVENT COMPENSATORY PROGRAMS

FROM SUCCEEDING IN RAISING THE ACHIEVEMENT
LEVELS OF THE DEPRIVED

1.

In the area of research there has been inadequate attention to defining the characteristics that differentiate the lower-class and
middle-class child and children from different ethnic backgrounds,
and intervention research has lacked continuity and comprehensiveness
.

2.

Program effectiveness has been hampered by the present procedure
of leaving much program formulation and implementation up to the
local school district and therefore to school practitioners, who,
because of their experience and training, are unable to come up
with the innovative approaches needed for the disadvantaged.
(Two
additional conditions that appear to relate to the inadequacy of
program formulation and development in the school setting are the
present informal structure for getting into the hands of public
school personnel the results of significant research and development activities is generally inadequate to the task at hand and
the entire process of decision-making relating to the allocation
of funds for research and development activities
relevant to
effective change in the disadvantaged school generally fails to
relate to the available body of systematic knowledge of the educational process.)

—

—

3.

A need for a new approach to the conduct of research, development,
and implementation activities in the education of the disadvantaged an approach that will afford more systematic control over
funds allocated for Intervention research and educational change
in the disadvantaged school be assigned to special centers to
serve the state educational agency, the schools, and the community
in a designated area.

—

4.

5.

A strong need to recognize individual differences in formulating
relevant instructional agencies.
Failure of strategies for training teachers of the disadvantaged
to focus on the development of basic capabilities.
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GUIDELINES FOR INTENGRATION
BY SULLIVAN AND STEWARD*

1.

Encouraging minority groups, particularly the poor, to take
the
initiative, speak out, and become leaders.
.

2.

.

.

Involving all civic, university, church, business, service groups,
and minority organizations, including the Black power leaders.
.

3.

Involving parents at all steps of the process, and particularly
minority group parents.
.

.

A.

.

.

.

Providing intergroup education in in-service units and seminars
for the public.
.

6.

.

.

Scheduling social events, picnics, and week-end retreats for both
Negro and white parents.
.

7.

.

Continually informing the public of progress made and of plans
for the future.

5.

.

.

Involving students, parents, and teachers in interracial workshops,
meetings, and neighborhood discussions.
.

8.

*

.

.

.

Integrating after-school recreational programs.

Paraphrased from Sullivan, Neil V. and Evelyn S. Stewart, Now Is The
Indiana University Press, 1969, pp. 199-201.
Bloomington:
Time
.

.

.
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OBSERVATIONS CONCERNING THE EFFECT OF RACIALLY
SEGREGATED AND INTEGRATED SCHOOLS ON THE
ATTITUDES AND PREFERENCES
OF BLACKS AND WHITES*

Blacks

1.

Negro students who attended
integrated schools were more
likely to express a preference for continuing attendance in integrated schools
than Negro students who had
attended racially isolated
schools

2.

3.

4.

Whites

1.

Attendance at racially integrated schools appeared to
have an important influence
on the tendencies of Negroes
to prefer interracial neighborhoods, to hold more trusting attitudes toward whites,
and to send their children
to desegregated schools.

Whites who had previously
attended racially integrated
schools had more positive
preferences for interracial
neighborhoods and schools,
expressed a greater willingness to have Negro friends,
and were more favorable toward nondiscriminatory practices relating to Negro employment than whites who had
attended all white schools.

2.

Racial isolation in the
schools fosters attitudes
and behaviors that perpetuate isolation in other
areas of American life.

Preference of white students
for interracial schooling was
more likely if prior attendance in a desegregated school
had begun in the elementary
grades than if attendance had
begun in later grades.

3.

Racial isolation in the
schools fosters attitudes and
behaviors that perpetuate isolation in other areas of American life housing, jobs,
schools, etc.

—

Not all intergroup contact in
schools and other settings
leads to increased acceptance.
4.

*

Not all intergroup contact in
schools and other settings
leads to increased acceptance.

Paraphrased from U.S. Commission on Civil Rights.
USGPO, 1967.

RIPS

.

Washington.

.
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BERKUM AND O'REILLY'S GENERALIZATIONS ABOUT
CHANGES IN INTERRACIAL ACCEPTANCE AS A

CONSEQUENCE OF INTEGRATION PROGRAMS*

1.

Integrated Negro students, as a group, achieved at least as
well as
their segregated counterparts, and in many cases achieved at
higher
levels

2.

Any positive association between the proportion of white students
in the classroom and achievement for Negro students generally does
not appear to be present or meaningful from a practical point of
view until the proportion of white students exceeds 50 percent.

3.

One study indicated that integrated Negro students in schools with
a higher social class composition achieved at higher levels than
Negro students in integrated schools with a lower social class
composition, but some reservations must be made about the study.

4.

The research studies give no reason to believe that white student
achievement suffers under integration.

5.

Integrated schooling does not necessarily bring about improved interracial understanding, acceptance, and friendship. However, the
general body of research on social interaction in desegregated
school settings suggests that interracial acceptance may be either
positive or negative, depending upon a number of variables.

*

Paraphrased from Berkum, Howard D. and Robert P. O'Reilly, "Studies
of Integration at the Local Level." Racial and Social Class IsolaImplications for Educational Policy and Protion in the Schools;
New York: Praiger Publishers, 1970.
grams
(pp. 210-258).
.

:

.
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STATISTICAL BREAKDOWN OF MORLAND,
GOODMAN, CLARK AND CLARK STUDIES

In studies paralleling the development of race consciousness in

the child, Norland, Goodman, and Clark and Clark have studied the

i

child's identification of stereotypes used to describe racial and ethnic groups because it may be that children start to associate positive
and negative terms with a given racial or ethnic group, which, in turn,

may cause children to associate the superior /inferior label to given
groups.

They report that such a situation may cause children of given

groups to subconsciously reject his own group.

The following are their

findings

1.

2.

3.

Norland found that sixty percent of his A07 young. Southern Negro
and white children studied preferred to play with children of the
other race, eighteen percent of the Negro children preferred children of their own race as playmates, and twenty-two percent expressSometimes the Negro child resents the inferior/
ed no preference.
superior complex to the extent that he is more hostile toward other
Negro children than he is toward white children.*
sample
Goodman found that nine percent of the Negro children in her
expresspercent
twenty-four
expressed hostility toward whites while
ed hostility toward members of their own race.**

from two to
The Clark and Clark doll study with 253 Negro children
conditions
that
concept
the
seven years of age appears to support
the Negro
for
concept
self
influence the development of a positive
child ***
.

*

of Nursery Schoo
Norland, J.K. "Racial Acceptance and Preferences
2718:
Quarterly,
almer
Children in a Southern City." Merrill-P
(1962) (paraphrased)

!
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** Goodman, M. E. Race
Awareness in Young Children
Reading
chusetts: Addison-Wesley , 1952; New York:
Collier, 1964
.

2A1

Massa-

*** Clark, K. B.
and Clark, M. P. "Racial Identification and
,
Preference
in Negro Children." Readings in Social Psychology
Edited by T M
Newcomb and F. L. Hartley. New York: Holt, Rinehart and
Winston,
1947 (pp. 169-178).
.

.
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IX

STRESSFUL OR ANXIETY- INDUCING
CIRCUMSTANCES:

;

I

O'REILLY

1.

In general, students from the lower social strata lack the social
behaviors appropriate to the typical school learning environment
(Clausen and Williams), and thus they have a greater probability
of social rejection, depending upon the prevalent socio-cultural
context of the school (Phillips).

2.

An initial and substantial discontinuity (which are not mitigated
by current educational techniques designed to compensate for inadequate family background) between his intellectual development
in the family environment and the academic demands in the typical
public school context (Gordon and Jablonsky)

3.

Adverse stimulation as a function of social class disparagement
(Proshansky and Newton) or as a function of conditioned anxiety
associated with dominant class figures (Katz)

A.

Anxiety about test situations (Phillips and McNeil).

,
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